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ABSTRACT

In this qualitative study, six participants shared their experiences as
graduate teaching assistants (GTAs) in the Visual Arts department of an uppermidwest university. Interviews, observations, and field notes during one
semester, provided insights into how the participants described and understood
their roles and <)sponsibilities as teachers. The university in this study offered
no formal training and limited support to the graduate teaching assistants. As a
result, participants had to depend on their own ingenuity and judgement to
determine what and how to teach. The GTAs had full responsibility for crafting
their course syllabi, creating and grading assignments, and resolving difficulties
which arose in their classrooms. If they wanted feedback or suggestions, it was
up to them to seek out responsive faculty members as mentors. The issues of
student absenteeism and non-compliant behaviors were particularly difficult for
the participants to resolve. The lack of preparation and support which was
offered the GTAs contributed to their sense of isolation and precluded the
formation of a teaching and learning community within the department.

CHAPTER I.
INTRODUCTION
To better understand the graduate teaching assistant position, it is helpful
to consider an historical perspective. The graduate teaching position as we
understand it today evolved from graduate fellowships which were offered in the
late 1800s by colleges and universities to attract graduate students. Allen and
Rueter (1990) described the awards as small stipends with limited work
requirements such as grading student coursework.
Johns Hopkins University began its fellowship program in 1876 by
offering twenty stipend awards to graduate students in exchange for their
service. Even at this time, questions arose concerning the roles and
responsibilities of the graduate fellows and the training they received. In
response to these questions, Dean Wannamaker at Duke University suggested
it was advisable to “secure capable men as graduate students” while Dean
Payne at the University of Indiana recommended that the >diversity shouid
"strengthen rather than lessen the research requirement” (Gray, 1930, p. 82).
The incentive for increasing the numbers and expanding the responsibilities of
the graduate assistants was primarily financial (Rightmire, 1930). With the
increased numbers of WW II veterans attending institutions of higher education,
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the duties of graduate assistants expanded as they were moved into the
classrooms to teach.
At the present time, graduate students are employed at universities and
colleges across the United States. In many institutions, the graduate teaching
assistant is an essential aspect of the higher education landscape, and the
depth and breadth of their responsibilities vary. Some graduate students are
asked to assist only with research, while others perform "behind the scenes"
teaching activities such as grading assignments and tests. However, some
graduate teaching assistants (GTAs) are given full responsibility of teaching
undergraduate classes. Graduate teaching assistants may teach more than one
section or course during a term, and most GTAs teach beginning courses while
a few may teach more advanced courses. The preparation and support which
graduate students receive for teaching varies among universities and across
colleges and departments within a given institution.

Area of Investigation
The purpose of this qualitative study was to explore how six graduate
students perceived their roles and responsibilities as Graduate Teaching
Assistants. During one semester of teaching at Midwest University, within the
visual arts department of the College of Fine Arts and Communication, each of
the six graduate teaching assistants took full responsibility for teaching one
beginning course. They created the course syllabi, designed and graded
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assignments, conducted the classes, resolved classroom difficulties, and
determined final grades for the students. Through interviews, observations, and
field notes, the reality of the participants' experiences were reconstructed within
the micro-context of their classrooms and the macro-context of the department.
This study explored the participants' views on the training that was offered to
prepare them for their teaching experiences, the faculty support that was
provided to help them manage problems that arose in their teaching, and their
classroom interactions with undergraduate students that enriched their own
understanding of teaching and learning.

Nature of the Study
The topic of this study was timely since many college and university
courses continue to be taught by graduate teaching assistants. For most of the
GTAs, these college classrooms provided their introduction to teaching in higher
education. This qualitative study described the experiences of six graduate
teaching assistants (GTAs) in the Visual Arts department of an upper-midwest
university during one semester. Interviews, observations, and field notes
provided insights into how the participants understood their roles and
responsibilities as teachers in higher education.
The participants in this study taught basic or beginning level courses for
art majors. However, these courses also attracted non-art majors and minors. A
survey conducted by Trunk, Becker, and Hall (1986) found that 85% of higher
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education institutions in the United States required their students who were non
communication majors to complete a basic course in communication. Many of
the students in the GTAs’ classes in this study who were non-art majors and
minors were fulfilling a humanities requirement for their undergraduate degrees.
Those who were majors or minors in the visual arts were required to take the
basic courses as a foundation for more advanced coursew r-rk.
Since the purpose of this study was to investigate the roles and
responsibilities of graduate teaching assistants from the participants'
perspective, some of the questions which were pursued included the following:
What structure did the department offer the GTAs as novice teachers? How did
the participants describe the challenges they encountered in their classrooms?
How did they resolve their teaching related problems? How and what did they
discover about the process of teaching in higher education? This study sought
to interpret the subjective experiences of the participants with integrity by looking
for patterns, connections, and insights among the participants' shared and
varied experiences.

Limitations of the Study
This study was limited by the number of participants and the duration of
the study; however, it was strengthened by the individuality of the participants'
voices and their interconnected experiences. Glesne and Pushkin (1992)
remind us that "learning to listen well is critical” for qualitative researchers as
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they attend to "personal stories and the ways in which they intersect” (p.1).
Attending to the six participants in this study, involved listening, watching, and
noticing patterns as their experiences, perceptions and understandings
interconnected with one another.

Terms and Definition:;
The following terms and definitions were used in this study:
Graduate teaching assistants (GTAs). Students who were completing
masters degrees, were hired by Midwest University as graduate teaching
assistants (GTAs), to teach undergraduate courses in the Visual Arts
Department. The GTAs received a stipend for their services and the cost of their
tuition was absorbed by the institution The six graduate teaching assistants who
participated in this study were expected to assume full teaching responsibilities.
Orientation meeting. An orientation meeting was held approximately a
week before classes began in the fall semester and lasted several hours. It
provided an opportunity for graduate students, graduate teaching assistants, and
faculty in the Visual Arts Department to meet together. The graduate teaching
assistants received sample syllabi for the course they would be teaching and an
assigned mentor.
Teaching meetings. Two meetings were held during the semester for
GTAs to gather and share ideas aoout teaching. The meetings were
coordinated and run by Professor Jones, the Chair of the Department.
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Mentors. At the orientation meeting the GTAs received written notification
of a faculty member who was assigned to them as a mentor.
GTA classroom diversity. Diversity in the participants’ classrooms was
defined by variations in the age, family background, and art experiences of their
students. The undergraduate students ranged in age from recent high school
graduates to those who had grandchildren. The students typically came from
families that included farmers, business owners, educators, government
workers, arid other middle class occupations. Additionally, the undergraduate
students had different art backgrounds. In some classes the students were art
majors or minors; in others, they were non-art majors with limited art experience.
There was little ethnic diversity as most of the students were Euro-American.
Classroom critiques. Periodically the students were required by the GTAs
to display particular art assignments to the entire class for a classroom critique.
During critiques the students and the GTAs discussed the images and technical
aspects of the artwork. Usually each student displayed one piece of work during
a critique. The critiques were facilitated by the GTAs through the use of guiding
questions, critical feedback, and encouraging comments. In addition, classroom
critiques provided opportunities for the students to comment and question one
another directly about why and how they did their creative work.
Non-compliant behaviors In the classroom. Some of the GTAs’
undergraduate students refused to follow assignment instructions; they chose
materials, techniques, subject matter, and presentation which were inconsistent

7

with the assignments. Other behaviors included: not following clean-up
procedure, missing critiques, and being tardy with assignments. Some students
interacted with fellow students and the GTAs in ways that were inconsistent with
the classroom etiquette expected of the students.
Micro-context, in this study, the participants’ classrooms in which they
taught undergraduate courses were the micro-context for their GTA experiences.
The participants were responsible for all that occurred in their classrooms.
Macro-context. The visual arts department within the College of Fine Arts
and Communication was the macro-context for the participants in this study. It
provided a wider forum for them to interact with other graduate students and
faculty members. Additionally, this macro-context was a link to the larger
university community and to other institutions of higher education.
Midwest University. The pseudonym used to designate the university in
which this study took place was Midwest University.

Participants
The participants in this study were graduate teaching assistants (GTAs)
in a research university. Each of them was responsible for all aspects of
teaching their courses, including: writing the course syllabus, designing
classroom activities, creating homework assignments, collecting, grading, and
returning their students’ coursework, and meeting with students for individual
conferences. All of the participants taught undergraduate visual arts studio
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courses; five taught drawing classes and one taught a printmaking class. Each
of the GTAs participated in three interviews during the semester.

Description of Methodology
Qualitative research methodology was used in this study for data
collection and analysis. The participants were able to share their experiences
as graduate teaching assistants through several interviews during the fall
semester. I was also able to observe the participants while they were teaching
and I kept field notes detailing my observations. The observations enabled me
to witness the classroom interactions and the field notes provided a mechanism
for recording the interactions, as well as my own comments and ideas for areas
to pursue during our interviews.
As a qualitative researcher, it was crucial to maintain an awareness of my
own reactions while collecting and analyzing the data in order to be fully aware
of my personal bias. Only by clearly defining my own bias could I hope to
separate my perspective from those of the participants. Glesne and Peshkin
(1992) describe the interconnectedness of the researcher’s subjective
awareness to the qualitative process:
Indeed, what questions drive your work, what emotions you feel as you
contemplate the subject of our research are clearly important matters.
Questions and emotions are not obscure abstractions, (p. 101)
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The knowledge that I was intensely interested in my research topic was a
strength to be utilized, rather than a limitation. As Glesne and Peshkin (1992)
explain:
My subjectivity is the basis for the story that I am able to tell. It is a
strength on which I build. It makes me who I am as a person and as a
researcher, equipping me with the perspectives and insights that shape
all that I do as a researcher, from the selection of topic clear through to
the emphases I make in my writing, (p. 104)
However, the researcher’s subjectivity must be grounded in the findings of
the research so that it has integrity and is an honest reflection of the data that
are gathered. Again, Glesne and Peshkin (1992):
By means of my subjectivity, I construct a narrative, but it must be
Imaginable by others, and it must be verifiable by others. The worth of my
narrative cannot rest on its goodness or rightness in some private sense.
It cannot be illusion or fantasy that has no reality outside of my own mind.
(p.104)

Organization of the Study
Chapter I of this dissertation contains an introduction to the nature of the
study and the participants. A review of the literature is offered in Chapter II that
describes the evolution of the graduate teaching assistant position in colleges
and universities across the United States. This review explores various
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programs that offer preparation and support to the GTAs and the impact of the
programs on the participants. In Chapter III the methodology used in the study,
including background information, data collection and analysis, and a review of
qualitative research is described. In Chapter IV, the reader is introduced to the
six graduate teaching assistants (GTAs) who participated in the study. Profiles
of each of the GTAs highlight their educational background and personal history
and provide a framework for understanding the participants as unique
individuals. Additionally, a profile of Professor Smith, the Director of Graduate
Studies, is also included. Following the profiles, the three major themes that
emerged from the study are described in depth. The writer offers conclusions
about the findings and reflects on their importance to other educators and
administrators of graduate teaching assistant programs in the final chapter.

Summary of the Introduction
This qualitative study focused on the experiences of six graduate
teaching assistants who were teaching undergraduate visual arts courses in
large research university. The goals of the study were to: 1) represent the
participants' subjective understanding of their experiences; 2) use interpretive
analysis to discover patterns among the participants' shared and varied
experiences; 3) formulate findings that were grounded in the data collected from
the interviews and observations of each participant; and, 4) consider ways in
which educators could use the findings to construct more positive and effective
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professional relationships with the graduate teaching assistants employed in
their department. This study was limited by the small number of participants and
the length of time data was collected. However, it was strengthened by the
individuality of the participants and the depth of focus on the;r contextualized
experiences.
The intent of this researcher was to look at the representational truth as
reported by the participants in this study, with the understanding that their
experiences existed within the larger context of graduate teaching assistants in
colleges and universities across the nation. We can learn from the participants
in this study and from others across the country. Qualitative methodology
provides powerful tools for asking, listening, observing, and understanding what
was discovered. It is my hope that this study encourages those who direct,
oversee, and work with graduate teaching assistants to create preparation
programs that are sensitive to their needs and build on their strengths. Decades
of institutional experiences provide many shoulders for us to stand on as we
consider how to create meaningful preparation programs for those in the
profession who will view the world from our shoulders.

CHAPTER II.
REVIEW OF LITERATURE
To gain a wider context for understanding the experience of the graduate
teaching assistants, the related literature will be reviewed. This chapter begins
with an overview of the graduate teaching assistant position as it has evolved in
today's colleges and universities across the United States. Next, the lively
conversation taking place among writers in research and educational journals,
conference papers, magazine and newspaper articles, and books is provided.
This review of literature focuses on graduate students who completed training
programs, struggled to gain access to the profession, and managed the
complexities of their college classrooms as teaching assistants.
In the following pages, the thoughts of educators who design training
programs, work with, and oversee GTAs, and those who are or were graduate
teaching assistants are explored. The sources that are included in this review
were selected because they are those that are respected ir, the field of
educations.! research. In these studies, publications, and presentations
educators across the country exchange ideas about current issues of importance
to the profession. It is within this prestigious and well-respected forum of ideas
that I discovered a lively discussion about graduate teaching assistants which

12

13

had been taking place among colleagues across time and space. They share
their diverse experiences through observations, stories, reflections, questions,
and various forms of studies. Their voices are united by their commitment to
understanding the science, art, and mystery of teaching and learning; and by a
concern for improving the community of higher education for all its members.

An Historical Perspective
As we enter the twenty-first century, colleges and universities across
America depend on the services of graduate teaching assistants (GTAs). The
practice of offering financial stipends to graduate students began over a century
ago. Katherine Grace Hendrix (1995) described "the first successful
(documented) fellowship program" which began at Johns Hopkins University in
1876 (p. 2). Each year Johns Hopkins awarded stipends to attract graduate
students to the institution. Early in the twentieth century, other universities
offered stipends and began requiring their graduate fellows to "provide a
campus service [such as grading student work] in exchange for their stipend"
(Hendrix, 1995, p. 2). According to Allen and Rueter (1990), the fellowship
students were brought into the classroom to assume teaching duties since it was
less expensive to pay them rather than regular faculty members.
Rightmire (1930) described the situation which existed early in the
twentieth century:
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For ten years an influx of students has been making it necessary to
provide more teachers. The financial conditions of the institution made it
necessary to get cheap teachers . . . gradually it became accepted that
there must be in each department a considerable number of young people
with little or no previous experience in teaching, who would have to be
turned loose upon the large group of freshman each year. (pp. 158-159)
As soon as the graduate students were given teaching duties, their qualifications
to teach undergraduate students became a concern for educators.
Pytlik (1992) reported that in the field of English composition, "At the
beginning of the twentieth century there were . . . professors who acknowledged
that new teachers needed better training for their 'real' task of teaching writing"
(p. 6). University administrators were divided on the importance of training
graduate teaching assistants. In a study conducted by the Modern Language
Association (MLA) in 1912, by the Committee on the Preparation of College
Teachers of English, the department chairs who participated in the study, had
differing views concerning "special training to prepare college teachers of
English" (Pytlik, 1992, p. 6). Pytlik (1992) reported:
Of the twenty-eight [department chairs] who responded, twelve
favored either formal courses in theory or informal 'apprenticeship'
and supervision for students; nine opposed on the grounds that
scholarship was all that the university should undertake to
provide—'that a good man will learn how to teach by teaching;' and
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six declared that the college instructor in English should have
liberal culture and knowledge of life, as well as training by
intensive study; several . . . said that experience in teaching before
taking up college work was essential, (pp. 6-7)
Educators at some universities responded to concerns about graduate
teaching assistants' classroom skills by instituting various training approaches.
One of the most notable was Harvard's required course for "new teachers of
college writing" which it established in 1912 (Pytlik, 1992, p. 8). Students in the
Harvard course were responsible for evaluating examples of undergraduate
writing assignments and noting their corrections and explanations in a journal.
The journal was reviewed by experienced faculty and formed the basis for the
new teachers to learn how to evaluate and correct student writing. In addition to
the written evaluations, the graduate teaching assistants
observed classes of experienced teachers, wrote lectures for an
imaginary freshman class which they presented to their classmates
for discussion . . . [and] met weekly for informal sessions on
practical matters like textbook selection. (Pytlik, 1992, pp. 8-9)
Pytlik (1992) examined this early Harvard program for English
composition teachers and formulated seven core "assumptions" which provided
a foundation for the program:
1. Students in methods classes need to write.
2. The impulse to write needs to be genuine.
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3. Peer discussions of drafts and finished products are useful.
4. Revising peers' work will help new teachers find ways to explain
the revision process to their students.
5. Observing the teaching of others helps new teachers discover
and develop their own teaching styles.
6 New teachers need practice correcting manuscripts.
7. Role playing can help new teachers anticipate classroom
problems.
Looking back over the twentieth century, Hendrix (1995) offered four main
reasons graduate students were employed as teaching assistants according to
Chase (1970):
1. Meeting the financial needs associated with attending graduate
school and, thereby, attracting students to graduate study.
2. Meeting post WWII college and university enrollment increases.
3. Attracting students to train in scarcely occupied scientific areas
after the launching of Sputnik.
4. Addressing parental and student dissatisfaction with
undergraduate education as exemplified by the 1964 campus
demonstrations at the University of California, Berkeley. (Cited in
Hendrix, 1995, pp. 1-2)
Assigning teaching duties to the graduate students who were receiving
fellowships, became a necessary aspect of higher education and concerns about
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the training and qualifications of graduate teaching assistants continued to be
raised. Rightmire (1930) believed that having untrained graduate students in the
classroom was not desirable but "to improve this situation, more money would be
needed . . . to improve the quality of the teaching staff" (p. 159).
Concern about the quantity of graduate teaching assistants and the
quality of their teaching skills, continued into the late 20th century. In a 1992
article in the Chronicle of Higher Education, Katherine S. Mangan reported on
efforts being made by colleges and universities to provide training for graduate
teaching assistants (GTAs). Mangan noted that "at. some large research
universities, as many as one-third of all undergraduate classes are taught by
teaching assistants." Edwin Rowley (1993) reported that “large state supported
institutions . . . [typically] have 58% of the lower division classes” taught by
graduate teaching assistants (p. 2). According to Mangan (1992), lawmakers,
students, parents, and the graduate student teachers themselves continued to
express concerns about GTAs teaching such large percentages of the
curriculum.
While many educators expressed concern about the quality of GTA
teaching, Rowley cautioned against assuming that GTAs were “incompetent [or]
ineffective.” Instead, he suggested that “what needs to be addressed is how
[GTAs] go about their work” (p. 3). The remainder of this chapter explores how
graduate teaching assistants are doing their work, the training and support

programs that are offered to them, and the impact of the programs in colleges
and universities across the United States.

Graduate Teaching Assistants and the Basic Courses
Most undergraduate students are required to take basic courses that
contribute to the foundation of their college education program and graduate
teaching assistants most often teach basic courses. Administrators in
educational institutions may assume that graduate teaching assistants can teach
introductory courses without preparation. However, consideration of the nature
of basic introductory courses illuminates their complexity and importance.
Although basic introductory courses often attempt to provide a broad
survey of a discipline, the course content may be so general that it loses its
value for the student. The over-generalization of course content in basic
courses places the ", . . emphasis on conclusions rather than the process of
inquiry, even if the course conveys some sense of the methods by which the
conclusions were reached, these methods" do not connect with the students'
current understanding or experience (Katz & Henry, 1988, p. 156).
Rather than trying to deliver facts to "passive receivers]" without helping
students "grasp the bases, contexts, and meanings of these facts," the basic
course should present the "mode of thinking" and engage the students in the
discovery process that is inherent in the discipline (Katz & Henry, 1988, p. 157).
Teachers of the basic course must recognize that the mode of thinking within
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their discipline may be unfamiliar to the student. The distress which is caused
by such dissonance must not be underestimated since it impacts the students'
learning and appreciation of the discipline:
To those students whose mode of making sense of the world is
different from the modes they are expected to assimilate, the
contents appear strange, forbidding, uninteresting, and inherently
not meaningful. Desperate not to fail the course, they employ
every subtle clue in order to use the content in a way which the
teacher will approve without really understanding where the
knowledge came from or seeing its importance and worth. (Katz &
Henry, 1988, p. 157)
In order to "rethink the introductory course and other [basic] courses that
are taken by nonmajors," the teachers of the course must view the students as
fellow explorers into "problems" which become increasingly more challenging
(Katz & Henry, 1988, p. 157).
In order to energize the basic courses and create opportunities for
positive learning experiences, the teachers of these courses must have a
precise, accurate, and in-depth understanding of the content and pedagogy of
their discipline. In colleges and universities today, GTAs are asked to teach the
basic courses to undergraduate majors, minors, and nonmajors in virtually all
disciplines. However, graduate teaching assistants (GTAs) are in the midst of
exploring the content of their discipline and often have had very little teaching
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experience, or training in teaching adult learners. In fact, competition for GTA
positions often runs high among graduate students as they seek out situations
that will give them a chance to gain some college teaching experience, cover
their tuition, and earn a stipend.
The remainder of this chapter presents research that examines how
graduate teaching assistants are trained to prepare them for their teaching
responsibilities; what types of programs existed within institutions and disciplines
to support graduate teaching assistants; and, what impact the programs have on
graduate teaching assistants, graduate faculty, and undergraduate students.

Successful Preparation Programs
for Graduate Teaching Assistants (GTAs)
Programs that are meaningful to graduate teaching assistants, prepare
them for their roles and responsibilities by assessing and responding to their
needs as GTAs. Their needs include trying to balance the dual roles of
graduate student and teaching assistant. International graduate students have
additional concerns and challenges as they assume teaching assistant
responsibilities. Some preparation programs are offered campus-wide to regular
faculty as well as graduate teaching assistants while others are departmental.
The teacher preparation programs may include general teaching skills
discipline-specific pedagogy that builds on the content knowledge of the
graduate students.

, jr
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Assessing and Responding to the Needs of GTAs
In his 1992 study, Worthen investigated the needs of graduate teaching
assistants who taught a basic speech communication course. His findings
suggested t h a t . . there is much disparity in the content of GTA training
programs" but preparation of GTAs is important ", . . due to their effect upon the
students they teach, plus the limited resources in money and time of
departments, it is beneficial to find what needs exist in order to facilitate"
effective training of the GTAs (Worthen, 1992, p. 5). Worthen (1992) identified
five components of the graduate teaching assistants' experiences that should be
addressed in a training program. They are paraphrased as the following:
1. The GTAs felt the need for better teacher preparation.
2. The GTAs experienced frustration and uncertainty in their teaching.
3. The GTAs felt the overall teaching experience was beneficial
and rewarding.
4. The GTAs experienced conflicts between their roles as masters
students and undergraduate teachers.
5. The GTAs cared about their students and expressed their
concern.
In order to respond to these needs, Worthen (1992) proposed "a pre
semester orientation seminar and weekly meetings" that would offer the GTAs "a
cognitive and experiential knowledge of teaching in general" (p. 21). The
seminar and weekly meetings would offer a forum for exploring practical matters
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such as learning how to "discipline their classes, establish their own credibility,
create and present interesting lectures, [use] methods other than lectures,
[develop] classroom planning and organization [skills, and] involve students in
classroom discussions" (p. 21). He also suggested including teacher
preparation that was discipline specific and addressed relevant issues in the
field. Worthen recommended that the "graduate coordinator [should have]
pedagogical knowledge and experience . . . to provide GTAs with direction and
support. . . and access to teaching resources" (p. 21). He further emphasized
the need for GTAs to "interact with fellow GTAs [for exposure] . . . to various
teaching styles from which to pattern their own individual style" (Worthen, 1992,
P-21).
Addressing the feelings of frustration and uncertainty which the GTAs
reported, Worthen advised that the graduate teaching assistants "

. need

f
f
i

direction and support from a graduate coordinator who genuinely cares about
helping" them and that they should "be provided with information concerning
their duties and responsibilities as a teacher. . . prior to their arrival at the
university" (p.16). The author believed that in order to build the GTAs'

..

confidence that they are qualified to teach," they should complete the presemester seminar along with weekly meetings with supportive faculty and fellow
GTAs. Such a program would offer". . . preparation that progresses as the
semester progresses" and enable the director to respond to the need of the
GTAs (Worthen, 1992, p. 16).
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Balancing Dual Roles of Graduate Student and Teaching Assistant
Although it would be helpful for the graduate student to recognize "that
the ideal graduate teaching assistant (perfect teacher and perfect student) is
unattainable . . . " Worthen (1992) recommended that the GTAs needed ". . . to
have a minimum level of competency established for their role as teacher" (p.
24). Additionally, ", . . knowledge and experience in time management" would
enable the graduate teaching assistants " . . to arrive at a balance in their roles
as teacher and student" and resolve some of the conflicts that they experienced
with their dual roles (Worthen, 1992, p. 24).
Hendrix (1995) recognized the difficulties that graduate teaching
assistants encountered as they "juggle the roles of 'graduate student' and
'teacher' (in addition to their 'person' role which connects them to family and
friends outside of the university setting)" (p. 9). Although the GTAs "are
responsible for teaching one of the most important courses in the department,
[they] are not held in high esteem in their departments—they lack status" (p. 9).
Within the hierarchy of the university department, the graduate teaching
assistants are placed "virtually at the bottom—just above the graduate student
without an assistantship—despite their massive teaching responsibility"
(Hendrix, 1995, p. 9). In addition to their lack of status, the GTAs experience
"anxiety and fear associated with classroom teaching" which could be alleviated
with more specific information about their roles and responsibilities. Hendrix
noted that the need for information was especially acute for younger GTAs
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"whose ages are very similar to that of their students" (p. 10). They tend to have
less teaching experience and are more often challenged by their students (p.
10 ).

According to Hendrix, the role of the graduate teaching assistant "should
be redefined in order to avoid exploiting" them. By conceiving of the GTA
experience as "an integral part of an individual's graduate education . . .
regardless of his/her professional goals" their training and accomplishment
would be recognized for the "intellectual and organizational demands of the
task" (p. 10). Redefining the value of the GTA position would enhance the
status of the GTAs and the courses they teach (Hendrix, 1995, p. 10).
"As a basic course director," Hendrix included mentoring in her support of
graduate teaching assistants. She reported that mentoring was important to the
GTAs because it provided:
1. initial orientation to campus and community,
2. social introductions to faculty, staff, and other graduate students
and GTAs,
3. graduate academic advising,
4. training for classroom teaching, and/or
5 providing expertise in one's specialized area of study. (Gray &
Murray, 1994, cited in Hendrix, 1995, p. 11)
When training and preparing graduate teaching assistants to teach a
basic course, Hendrix (1995) attempted to find an effective balance between
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"training programs [that] range from those according GTAs complete freedom
(no training) to those dictating sameness across all sections of the basic course"
(p. 11). She felt it was her responsibility as a director to
nurture an interest in the basic course, provide strategies and
techniques for teaching the course, alert GTAs as to what to expect
from undergraduate students, and inform them of university and
department policies and procedures. (Hendrix, 1995, p. 13)
As a scholar, Hendrix noted that it was important to share with the GTAs
the importance of communicating professionalism and appropriate
authority in the undergraduate classroom [by being] well-prepared,
demonstrating one's knowledge, wearing appropriate dress, and
establishing prior experience, (p. 13)
Hendrix (1995) defined six segments of information which she perceived
as crucial for graduate teaching assistants to receive as part of their preparation.
They are summarized as follows:
1. GTAs must understand "the rationale for the course and its
required units of study . . . [so that they see] how the content and
assignments fit together.
2. GTAs should understand "the departmental and campus
policies which pertain to anyone teaching in the classroom [such
as] . . . maintaining the records, keeping files, campus services to
undergraduates." [This information] could be provided by "guest
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speakers" who are "invited to your regularly scheduled meetings
with GTAs."
3. GTAs should understand "appropriate venues for sharing their
classroom experiences—positive and negative. Particular
classroom challenges can be anticipated and acceptable
resolutions discussed with tne GTAs."
4. GTAs should understand information concerning their
"evaluation" and "reappointment. . . before a graduate student
accepts his/her appointment."
5. GTAs should have the opportunity to complete "an internship"
before beginning their own teaching assignment. "The internship
should not consist of observation alone but, minimally, should be
combined with a directed journal documenting and analyzing the
classroom experiences, and conversation with the faculty member
teaching the course regarding their organization, planning, and
grading."
6. GTAs should be allowed to express their "individual . . .
personality and interests . . . in order to encourage enthusiasm in
teaching the course" and the ;r ideas should be included in
discussions about how to teach the course. (Hendrix, 1995, pp.
13-14)

27

Hendrix (1995) also addressed the "changing racial and ethnic
demographics of the United States" and she cautioned t h a t . . course directors
[should] consider who is being taught, who is teaching, and how content and
assignments [are] responsive to a multicultural society [and] can be incorporated
into the basic course" (p. 17). Hendrix reported that", . . the classroom has
been documented as a hostile environment for teachers and professors of color
[and that] white students have also been documented as likely to question the
credentials of their Black professors" (p. 18). Therefore, she posited that
teaching “. . . challenges are exacerbated for GTAs of color" and these aspects
should impact the training which is given to GTAs, especially those of color
(Hendrix, 1995, pp. 18-19).

Campus-wide Programs for Faculty and GTAs
1 he Teaching Assistant Development Program (TADP) at the University
of California, Riverside was a campus-wide program that offered general
teaching seminars, supported departmental development, and produced
materials and resources to improve the teaching skills of graduate teaching
assistants (GTAs). In September of 1988, the University of California, Riverside
began an ambitious program designed to provide better campus-wide training for
their graduate teaching assistants. The Teaching Assistant Development
Program (TADP) was created
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in response to the need for better trained teaching assistants to
serve a rapidly growing undergraduate population, as well as a
mandate from the President of the University of California System
to provide formal training to ali first-year TAs. (Holten & Nilson,
1990, p. 2)
During the first year many mistakes were made. However, through
attentive communication among members of the various university departments
and the program administrators, changes were made which strengthened the
program.
Developing and introducing a new campus-wide program, even one that
was eagerly anticipated, required a sensitivity and common sense which the
Teaching Assistant Development Program (TADP) administrators recognized
were lacking in their initial approach. In their 1990 report, Associate Dean
Holten and Director Nilson described the 'lessons learned" from the first year
failures as building blocks for the success they experienced in their second year
of the TADP.
The improved Teaching Assistant Development Program (TADP) offered
interdisciplinary training that focused on instructional methods and separate
seminars for discipline clusters such as science, social science, foreign
language, art history, etc. The cluster seminars provided instruction that was
appropriate to the discipline and as such was highly valued by the departments
and the graduate teaching assistants. The interdisciplinary seminars provided a

29

way "to ensure that all TAs employed by a university receive some kind of formal
training" (Holten & Nilson, 1990, p. 21). The Director elicited input from the
departments concerning topics and practical instructional techniques that should
be addressed. Although the TADP seminars did not present professional
socialization topics, the organizers planned to offer them in workshops. Rather
than compress the seminar into an intensive all day Saturday format, the
meeting time was reformatted to five two-hour segments held weekly for the first
five weeks of each quarter.
The university departments were supportive of the centralized training
since many of them were not able to provide training for their graduate teaching
assistants. The departments that were interested in providing training were
encouraged to do so and were offered support. Specifically, the Art History
department took a keen interest in strengthening their fledgling program and
received suggestions and assistance.
The administrators of the training program published flyers and a
quarterly newsletter (The TADPole) to communicate the services they offered to
departments and graduate teaching assistants. The TADP also developed and
distributed the TA Handbook; presented the annual Outstanding TA Awards
ceremony and luncheon and the annual TA Orientation; oversaw the quarterly
TA evaluation and the Teaching Resource Library of books, handbooks, reports,
articles, newsletters, and videotapes. Individual teaching assistants or the
departments could request the TADP services to help TAs whose evaluations
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were low. The TADP offered "personal consultations, classroom videotaping,
and formative evaluations" (Holten & Nilson, 1990, p. 22).
A few years after University of California, Riverside developed its
campus-wide program, changes were also taking place at Pennsylvania State.
The Center for Excellence in Learning and Teaching which was part of the
Instructional Development Program (IDP) at Pennsylvania State, reorganized its
support for graduate teaching assistants and regular faculty members. Instead
of providing different services for the two groups, a "non-credit course [was
offered that met] . . . once a week for ten weeks to explore issues of pedagogy,
share teaching experiences, and discuss some of the current literature on
teaching" (Enerson, 1996, p. 2). Enerson (1996) described the course as "highly
successful" in its ability to encourage beginning and experienced teachers "to
develop the analytical and problem-solving skills that would enable continued
growth" (p. 3).
Enerson defined the goals of the college teaching course as helping
"individual participants to"
* think self-reflectively about their aims as teachers and . . .
articulating their philosophy of teaching
* design and critique classroom activities
* develop good strategies for collecting and interpreting student
feedback
* learn how to make informed decisions about changes and innovations
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* select one aspect of their teaching to focus on . . . set
reasonable goals, and decide how to measure their progress
* become familiar with the teaching portfolio as a means of
professional development. (Enerson, 1996, pp. 3-4)
The course materials included "a packet of articles, weekly session
guides, assignment sheets, and two texts" (p. 4). These materials formed the
basis for readings and discussions among colleagues. To avoid "the
questioning of authority" and promote "a collaborative learning environment,
participants are asked to help plan a discussion or hands-on activity for one of
the class sessions" (Enerson, 1996, p. 4). The college teaching course was
taught by IDP staff and Teaching Fellows who were "faculty, [teaching
assistants] TAs, or instructors from departments throughout the University" (p.8).
Pennsylvania State's Instructional Development Program (IDP) created
the open course after noticing that experienced "faculty frequently would 'sneak'
into the . . . TA [training] programs" (p. 3). As the new program evolved it
became apparent that "the most significant aspect of this [college teaching]
course is that it is open to anyone who teaches at the University, from TAs with
only one semester of teaching experience to senior faculty" (p. 7). Enerson
reported that the positive response reflected the widely held belief that
teaching is a form of scholarship, and thus like all other elements
of the profession a subject of life-long learning, we start with the
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assumption that everyone has something to offer and something to
learn. (Enerson, 1996, p. 7)
As such, the course fostered "an interdisciplinary and multi generational
community for teachers" and created "a community that is practical, supportive,
and scholarly, where discussion is always lively and productive" (p. 7).
Although the course was not offered for credit, the participants received
an IDP Certificate. By creating a forum where all levels of educators could come
together to share their ideas, the graduate teaching assistants became active
and valued participants in a teaching community. Enerson (1996) described the
engagement of "each of its members in active participation" as "one of the keys
to this success" (p. 8). And with the emphasis on "process instead of product,
participants find the course intrinsically motivating" (p. 8).
The training program at the University of California Riverside and the
open college teaching course at Penn State were effective in supporting the
graduate teaching assistants in a pragmatic and collaborative manner. These
two programs demonstrated that it was possible to provide effective preparation
for graduate teaching assistants as well as regular faculty members campus
wide. Their success depended on the ability of the administrators to respond to
the challenges of diverse disciplines, teaching approaches, and levels of
expertise. As a result of this sensitivity, all members of the institutions benefitted
from the opportunity to strengthen their teaching and learning communities.
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Programs for General Teaching and
Discipline-specific Pedagogical Training
Each discipline within a college or university has unique specialities and
requirements. The training programs that are offered to graduate teaching
assistants and faculty members reflect the diversity of each discipline and the
culture of the institution. Some programs provide training in general teaching
techniques while others present discipline-specific pedagogy. Programs that
successfully connect pedagogy to content validate the uniqueness and
interdependence of disciplines which exist within the university community.
According to Mangan (1992), in the mid- to late-1980s, training programs
were offered on college campuses across the country and sometimes required
for graduate teaching assistants. Such training included semester-long courses,
videotaping of teaching, and evaluation of teaching skills. Mangan found that
the graduate students themselves welcomed the pedagogical training.
While there were differences among universities and colleges in how they
trained their graduate teaching assistants, Mangan (1992) also discovered
substantial differences among departments within a single university. She
explained:
When TA training is left to each department, it is not uncommon to
find on the same campus teaching assistants who have had
extensive preparation for teaching and others who have received
none (Mangan, 1992, p. A19).
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The disparity of training existed along with a general disagreement concerning
who should train graduate TAs and how they should be prepared. Mangan
(1992) described administrators at Syracuse University who wanted to offer
training in generally applicable teaching skills such as "grading papers,
responding to plagiarism, and recognizing students' learning styles" as well as
those who believed that "teaching biology and teaching literature require such
different skills that a single training program doesn't make sense" ( p. A19).
The activities of some graduate students at Memphis State University who
took the initiative to form their own GTA support organizations were described
by Mangan (1992). She recounted the experience of Carole Glover who, while
she was working on her master's degree at Memphis State University, worked
with her fellow graduate students toward the creation of a campus-wide teaching
assistant training program. Glover's efforts reflected a growing awareness
among graduate TAs of their dual roles as students and University employees.
Mangan also reported that the centralized program offered at the
University of California, Riverside which was organized into disciplinary clusters
was having success as a support network for the university departments. [This
program is described in the previous section.] Rather than being perceived as
intrusive, the Teaching Assistant Development Program (TADP) was welcomed
by departments whose needs were varied. These views were shared by Jody
Nyquist, director of the University of Washington's Instructional Development
Center. She welcomed the evolution of training programs into "semester-long
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efforts" and the involvement of "more senior scholars working with TAs" as an
important shift of focus toward the complex challenge of "training the next
generation of professors" (Mangan, 1992, p. A19).
The English Department at the University of Illinois, Chicago (UIC)
required their new graduate teaching assistants (GTAs) to participate in a
semester-long course in the fall before they taught their first course in the spring.
As Marshall (1993) explained, the department designed the course to provide
teaching skills to the UIC graduate students and to prepare them for future
faculty positions. The course was called "Issues in the Teaching of College
English" and offered a forum in which the students could
read and discuss pedagogical research in composition and literary
study, work with an experienced peer, tutor in our Writing Center
after receiving training, study the detailed manual for our
composition courses that have been prepared by a committee of
experienced teaching assistants, and prepare and present to the
other trainees their own syllabus for the composition course.
(Marshall, 1993, p. 3-4)
While attending the preparatory course, UIC graduate students received
their full teaching stipend. The department perceived the time, effort and
expense as a valuable investment in the graduate teaching assistants' teaching
abilities and a necessary part of the university's responsibility to prepare
graduate students for their professional careers. The program directors believed
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that since the graduate students often taught multiple sections over the course
of several years, the training investment was effectively amortized. Additionally,
the department publicized its program as "proof of our campus' commitment to
providing undergraduates with high quality instruction" (Marshall, 1993, p. 4).
Lumsden (1993) described the experiences of graduate teaching
assistants in the Biology department at Florida State University. The University
hoped that employing graduate students as teaching assistants would "provide
them with financial support, improve the teacher-student ratio in the department
. . enable them to learn teaching skills through modeling and practice and to
ease gradually into the role of professor." However, most graduate students
received no teaching preparation and they shared the belief "that teaching
requires nothing more than standing before the class and knowing the material
to be taught." When the graduate students discovered chat there was much they
did not know about teaching, they felt either "overwhelmed" or "imposed upon"
(Lumsden, 1993, p. 233).
To relieve the distress of their graduate teaching assistants and facilitate
better teaching, the Biology faculty at Florida State University Tallahassee
developed a teaching assistant (TA) workshop. The week-long workshop was
presented each fall before classes began to the new graduate teaching
assistants. Lumsden (1992) reported that it focused on general teaching skills,
attitudes and traits which the department wanted their teachers to have in the
areas of
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feedback from the teacher to the students; personality and
character of the teacher; and teacher preparation and
presentation; positive attitude of the teacher; classroom
management; organization; and attention to all students, (pp. 2334)
The graduate students were able to receive feedback and improve their
skills through the use of video to practice and critique "actual classroom
teaching." Included in the workshop were mini-seminars conducted by
"outstanding faculty in the College of Education" and "the Department of
Biology" at the University. The TAs were introduced to "learning styles,
presentation techniques, lectures, questioning while you teach, labs that work,
preparation of good visual aids, chalk talks, preparation skills, organization for
teachers, enthusiastic teaching and dealing with students." They also received
a workbook which contained information from the workshop (Lumsden, 1S93, p.
234).
Participants in the workshop included previous workshop graduates,
university faculty members, departmental administrators, and the President of
the university. At the close of each workshop, the new teaching assistants
completed an evaluation and their feedback was used to improve the next
workshop. As a result of the workshop, the university faculty noticed that
"graduate students' attitudes have changed drastically, and morale is much
improved." The information and collegiality offered through the workshop
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created "a very positive step in the acclimation of new graduate students . . . to
their role as teaching assistants" (Lumsden, 1993, p. 234).
Lenze (1996) described "three cases of faculty development centers
[which] illustrate creative ways of incorporating a discipline-specific philosophy
and discipline-specific activities in order to improve college teaching" (p.3).
Lenze presented the three case studies to emphasize the importance of
"discipline-specific pedagogical knowledge" which "distinguishes the expert
teacher from the content expert" (Lenze, 1996, p. 3).
Shulman (1986) described discipline-specific pedagogical knowledge as
"pedagogical content knowledge" which enabled the faculty member to teach
more effectively by understanding how to incorporate
. . . the most useful forms of representations of those ideas, the
most powerful analogies, illustrations, examples, explanations, and
demonstrations—in a word, ways of representing and formulating
the subject that make it comprehensible to others. Pedagogical
content knowledge also includes an understanding of what makes
the learning of specific topics easy or difficult; the conceptions and
preconceptions that students of different ages and backgrounds
bring with them to the learning of those most frequently taught
topics and lessons, (pp. 9-10)
The three case studies presented by Lenze (1996) offered examples of
programs that have developed discipline-specific pedagogical training and
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support for all levels of faculty. The Teaching Effectiveness Program (TEP) at
the University of Oregon "requested that each department identify a contact
person (or persons) interested in the development of teaching" (p. 5). The
contact people acted as liaisons who would "communicate the needs of the
department and . . . promote Program activities" (p. 5). The faculty contacts
could be sent out to attend workshops, then make "recommendations to Program
staff on how to customize the workshop for faculty" in their department.
Additionally, the TEP network of faculty contacts meet together to "voice
departments'. . . concerns regarding teaching" and provide links between
departments for more effective communication across the University campus
(Lenze, 1996, p. 5).
At Vanderbilt University’s Center for Teaching, special attention was
given to helping "graduate teaching assistants integrate pedagogy and course
content as they learn to teach" (Lenze, 1996, p. 5). As a result, the Center
offered the "orientation and preparation program for teaching assistants
[centered] on the idea of 'disciplinary clusters'" in the areas of "problem-solving,
lab-science, social science, humanities, and religion" (p. 5). During the
mornings of the two-week orientation program, the graduate teaching assistants
(GTAs) "attend sessions on generic teaching techniques" and in the afternoons
"in like-discipline groups, GTAs have a chance to share ideas and thoughts
about [ways in which] they relate to [their] own fields" (p. 5). Additionally, the
GTAs have "three half-day sessions that [they] attend with their disciplinary
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cluster" in which they "explore topics of student relations, troublesome
situations, and student expectations" and practical aspects of teaching such as
"developing course plans, creating a syllabus, cooperative learning . . .
discussion techniques, interpretation of texts . . . and grading" (p. 5). Each
cluster approached the pedagogical issues using the perspective of their own
discipline. Evaluations of the program showed that the "discipline-specific
preparation [was] well-received by attending GTAs" and regular faculty
members. (Lenze, 1996, p. 5)
Lenze (1996) described the program offered at the University of
Washington's Center for Instructional Development and Research (CIDR) which
also provided "services within the framework of disciplinary perspectives" (p. 4).
CIDR organized "three Total Quality Management teams: the problem-solving
team (including science, math, and engineering), the arts and humanities team ,
[and] the social science team" (p. 4). The three consultant teams were trained to
have
individual office consultations with faculty members and teaching
assistants who want to talk about teaching in a specific course [and
offer assistance] organizing projects in response to department
wide concerns about teaching within the discipline. (Lenze, 1996,
p. 4)
The team consultants met with department chairs to assess the needs of
the faculty and teaching assistants to ". . . begin the process of creating a plan
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for developing and improving teaching" (p. 4). The plans have included
"department-wide training . . . presenting a workshop . . . on a topic specific to
the teaching of a chosen course, or connecting the department with other
campus projects aimed at improving teaching" ( Lenze, 1996, p. 4).

Gaining Access to the Profession
Graduate students who become teaching assistants, are in the position of
experiencing certain aspects of the professorate while observing and interacting
with those who are fully engaged in the profession. Their understanding of the
importance of teaching within the professions is formed during their
assistantship and impacts their perception of themselves in the role of professor,
in addition, observing and interacting with excellent professors provides an
opportunity for graduate teaching assistants to recognize and integrate positive
attitudes toward teaching. Eble (1990) examined the formation of positive
teaching attitudes:
In the long run, the attitudes toward teaching shaped in graduate
school are as important as subjects encountered and skills
acquired. But many of the attitudes I prize—respect for teaching,
curiosity about the process, humility toward finding out, willingness
to work at being a good teacher—grow out of acknowledging that
teaching has substance, (p. 207)
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The ways in which excellent teaching is valued and rewarded is
delineated by faculty, administrators, staff, and students—all of whom are
partners in the institution of higher education. And graduate teaching assistants
soak up the messages which are offered to them by "the visible and invisible
hand of the institution which employs them" (Eble, 1990, p. 213). The
professional values of an institution are communicated through "induction rites
and welcoming ceremonies, fcrms and schedules, course planning, memos, and
meetings" (p. 213). Eble also noted that". . . generosity, honesty, reserving
judgment, willingness to take risks are about as important to living within an
institution as they are to teaching" (p. 213). Programs that are created for
graduate teaching assistants must begin by valuing the work of the profession;
that is, preparing "teachers [to] have the opportunity for opening up worlds" of
learning for their students (p. 226). In order to prepare graduate students to
teach and "open up worlds" for undergraduate students, the institution must
open itself to its graduate teaching assistants.

Programs That Encourage Access to the Profession
In the early 1990s, the Association of American Colleges (AAC), working
with a grant from the United States Department of Education's Fund for the
improvement of Post-secondary Education, "created a project designed to
explore alternatives to current practices [of preparing graduate students for
teaching], and foster cooperation between graduate schools and teaching
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institutions" (Slevin, 1992, p. 5). The AAC took a holistic and far-reaching view
of preparing graduate students for the academic community. The problem which
the project sought to address was described by Slevin (1992) as follows:
The nearly exclusive focus of graduate study on research does not
merely neglect graduate students' commitment to teaching and
their desire to become good teachers; it actively discourages that
commitment. Teaching is rarely discussed and even more rarely
presented as a vital part of their preparation for their careers, (p.
2)

The AAC recognized that most graduate students were well prepared to
be scholars in their field since that had been the focus of their graduate studies.
The neglected aspect of their graduate experience had been the teaching which
they provided for their institution. Frequently graduate students encountered the
attitude that teaching was "a necessary evil [and] a means for graduate students
to earn a meager subsistence while preparing to do scholarship." Such an
attitude conflicted with the w jrk which the students would encounter in their
careers as faculty members "at those institutions that take undergraduate
teaching as their primary mission." Many graduate students had limited
experience designing and teaching courses within their discipline and were
unprepared for the teaching requirements which are part of faculty
responsibilities. The lack of preparation which graduate students received
during their graduate studies, "serves no one well" (Slevin, 1992, p. 6).
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In an effort to look beyond a single discipline or institution, the AAC
project involved three pairs of graduate universities and colleges: Duke
University and Guilford College; Brown University and Connecticut College; and
the University of Chicago and Knox College. Graduate students from
"departments of history, English, classics, religious studies, political science,
philosophy, and psychology" at each of the three universities were designated
as Teaching Fellows. The AAC project involved the Teaching Fellows in
seminars and a variety of experiences with faculty of their partner school. The
seminars included core seminars which addressed general "questions of
teaching, learning, and the responsibilities of faculty members;" and
departmental seminars which "examined specific curricular and pedagogical
issues from the perspective of that particular discipline." The experiences
which were offered to the Teaching Fellows included visits to the liberal arts
college which was their partner where they "taught classes, attended faculty and
department meetings, and met students and faculty . . . under the guidance of a
faculty mentor in their discipline" (Slevin, 1992, p. 8).
Through the seminars and formal and informal interactions with the
students and faculty members of their partner institutions, the Teaching Fellows
developed an appreciation of the diversity which existed among various
departments and institutions of higher education. The graduate students
explored "first-hand, with an experienced faculty mentor as their guide, how a
campus is a complex system of overt and hidden rules, means of exchange,
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taboos, and often mystifying rituals of contact and avoidance" (Slevin, 1992, p.
9). In other words, the Fellows were able to step into another academic culture,
with an interpreter, and friendly "citizens" to aid their understanding of its
similarities and differences to their own (p. 9).
The intensive exploration of another academic culture through direct
involvement with its members and procedures, and highly motivated faculty
mentoring, enabled the Teaching Fellows to expand their understanding of the
importance and complexity of teaching in the context of a faculty member's
responsibilities. Further, the graduate students were able to perceive the
interconnectedness of the faculty members, the institution and the community,
as explained by one of the participants:
These meetings helped me realize that the everyday work of a
faculty member consists not only in teaching and research but in
helping define institutionally what learning is, how it takes place,
and who is hired to do i t . . . it is absolutely crucial to the validity of
the institution and to the constituents it serves. (Slevin, 1992, p. 7)
Slevin (1992) described how the Teaching Fellows and the graduate
faculty members responded positively to the exchanges which the project
facilitated. Initially, some of the graduate students were hesitant to talk with
faculty members in their home university about their teaching concerns. After
sharing with them, they experienced a sense of "invigoration and joy in finding at
the colleges so many who shared their own interest in teaching." The
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conversations among the graduate students themselves were also extended.
The personal interactions, formal and informal, among faculty and students,
served to undermine what one Teaching Fellow described as "a culture of
silence" relating to frank discussions about the varied aspects of teaching and
the professional roles of the college professor (p. 18).
Additionally, the forthright discussions provided the Teaching Fellows with
"renewed enthusiasm for their careers . . . and a far more realistic . . . sense of
the manifold responsibilities that await them." The exchanges also helped the
graduate faculty realize that “they have much to contribute to graduate students
and that they want to be involved in that process." While the content of the
discussions and meetings appeared to be important to all participants in the
project, the process of talking and sharing seemed to be equally important to
faculty members and graduate students. The enthusiastic response of graduate
faculty and graduate students illustrated that higher education "has available a
previously untapped resource that is certainly ready, generally willing, and in
most cases even eager to help out" (Slevin, 1992, p. 22).
This project demonstrated the importance of involving graduate teaching
assistants in the academic community. By interacting directly with professors,
the graduate students were able to formulate an accurate and comprehensive
appreciation of the roles and responsibilities of the coliege professor.
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Programs That Expand the Roies of GTAs
The faculty and administrators within the Engiish department at the
University of Washington redefined the roles of their graduate teaching
assistants to include administrative responsibilities. Holberg and Taylor (1996)
described how the redefinition impacted the training which was provided to the
GTAs and how they were perceived in the department. Instead of embracing the
"traditional model of training which values a rather narrow definition of academic
work [and] produced a limiting path of professionalization," the teaching
assistants (TAs) were mentored into administrative positions. The TAs were not
perceived as novices in need of "apprenticeship;" instead, they were recognized
as being "capable of directing their own preparation and of participating in the
direction of the department" (p. 6). As a result, the "status/power difference
between master and apprentice" was replaced with opportunities to experience
the wide "range of intellectual activity involved in being a faculty member. . .
classroom teaching, service work, and administrative duties" (pp. 6-7). By
expanding their range of responsibilities, the graduate teaching assistant
would learn about the workings of the university by making
decisions collaboratively, negotiating departmental policies and
politics, participating in cross-disciplinary conversations and
understanding the constraints imposed from without,
advising/mentoring students, creating curricula and rationalizing
program requirements. (Holberg & Taylor, 1996, p. 7)
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Holberg and Taylor (1996) reported that the goal of enhancing the
experiences of the TAs by including a wider range of faculty and administrative
responsibilities was achieved at the University of Washington because of "a
departmental structure which provides a wide variety of opportunities . . . [to
explore] the full range of rights and obligations that comprise membership in the
professorate" (p. 7). Through the departmental structure, the TAs were included
as "departmental colleagues" (p. 7). The teaching assistants were provided
training for their teaching experience which included a required "two-week
orientation before the quarter" and "a quarter-long course on pedagogy" (o. 7).
The TAs "have a similarly extensive range of administrative roles they can
participate in—ones that reflect the broad scope of academic work in general."
These opportunities included positions in the Expository Writing Program, the
Computer Integrated Writing Program, and the Educational Opportunity
Program. These positions were highly sought after by the graduate students
and "their teaching load [was] reduced to accommodate their administrative
duties" (Holberg & Taylor, 1996, p. 7).
The administrative responsibilities of the graduate assistants involved
advising "students about course choices [and helping] with . . other things from
internship applications to graduate school statements of purpose" (p. 8).
Additionally, Holberg and Taylor (1996) found that a great deal of work "was
devoted to curricular development and revision." The graduate teaching
assistants worked collaboratively with regular faculty to create "twc manuals: a
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course planner and a reference manual." The course manual was designed to
be effective for first year TAs and those with more experience by providing
"assignments, micro schedules, extensive teaching notes, all necessary
supplementary teaching materials, and sample papers" (p. 8). The reference
manual included "course and program policies, departmental and campus
resources, classroom suggestions, and selected essays" on pertinent content
topics. To make the manuals more easily accessible, they "were put on-line."
Other innovations such as "video-taping during orientation" were included to
improve teacher training and support within the department (Holberg & Taylor,
1996, p. 8).
According to Holberg and Taylor (1996) the graduate students who
participated in the program as teaching assistants (TAs) or as assistant directors
(ADs) felt that they were
able to effect change both because they were closer to the needs
of teachers within the program, and because the program itself was
willing to give them a place within it to use all their competencies.
(P- 8)
The inclusion of graduate students into administrative and wider faculty
experiences made the "program stronger" and "modeled the possibility of a
dynamic form of administrative responsiveness between peers" as a "generation
of scholars [evolved] . . . into the profession" (Holberg & Taylor, 1996, p. 8).
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Programs That Discourage Access to the Profession
Not all universities encourage graduate teaching assistants (GTAs) to
participate in their institution. For five years before a strike in November of
1991, the graduate teaching assistants who were employed at the University of
Massachusetts, Amherst had been working on the creation of a union. Elena
Sharnoff (1993) offered her perspective on condition that illustrated "the typical
graduate student employee situation" and led to the strike (p. 3). Sharnoff also
shared insights into the complex power structure which the strike brought to
light.
According to Sharnoff, the graduate teaching assistants (GTAs) at the
University of Massachusetts, Amherst, shouldered a substantial teaching
responsibility at great financial savings to the university. She explained that
GTAs taught
at least seventy five percent of all introductory courses and general
e.kcation requirements, yet at a fraction of a professors salary.
Graduate employee stipends were among the lowest in the
country, even though the cost of living in the area was among the
highest. . . [and] graduate students were the only universityemployed group which did not have any health benefit
compensation. (Sharnoff, 1993, pp. 1-2)
The graduate teaching assistants were concerned about having a voice in
such employment decisions as hiring and firing practices, contractual
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obligations, monetary compensation, health benefits, work safety, and
scheduling which affected them. The students encountered intransigence and
hostility from the university administration which had no interest in cooperating
with their unionization efforts. Additionally, the students were surprised and
dismayed when most of the regular university faculty members supported the
administration and only a few reluctantly supported the students.
Although the faculty's own union had recently won pay increases which
raised their salaries from "among the lowest to among the highest in the country"
the regular faculty members were not eager to support the graduate students in
their efforts to organize a union on their own behalf. Faculty members who had
themselves suffered through hardships as graduate teaching or research
assistants, were generally unsympathetic. Sharnoff (1993) explained that this
faculty resistance reflected the "ambiguity and instability at the heart of graduate
study: Who are graduate student [employees], and what is expected of them?"
(p. 3).
Sharnoff explored the reality behind the public image of the graduate
student employees and their relationship with regular university faculty
members. At the core of the graduate student employees' identity was the dual
role of teacher/researcher and graduate student, according to Sharnoff, "they
are neither fish nor fowl." While they may be considered an apprentice, the work
they do (teaching and or research) may be "equal to their Ph D holding
colleagues" (Sharnoff, 1993, p. 4).
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The substantial responsibilities placed on graduate teaching assistants
were further aggravated by the pressure placed on regular faculty members to
focus less on their teaching in order to meet the demands for publication which
would earn them tenure. As a result of the "instability of the graduate student's
position in the university system" and the university's emphasis on scholarly
publication, tension and distance were created between the graduate employees
and the faculty. Instead of collegiality, Sharnoff perceived an underlying and
rigid hierarchy which perpetuated an unacknowledged rivalry between
professors and graduate students. This rivalry was a theme which "permeated
the entire academic structure" and also created distance between fellow
professors who were "scholars working in the same field." Only by recognizing
the existence and destructive nature of such an entrenched hierarchy might
graduate students and faculty "explore and redefine the interpersonal terrain . . .
as well as the literary landscape" (Sharnoff, 1993, p. 5).
In Sharnoff’s experience, those who were the professional gatekeepers
prevented the graduate teaching assistants from gaining access to information
and from participating in departmental decision making that impacted them.
According to Sharnoff, although the GTAs were employed to teach
undergraduate students and relieve the university of a financial burden, they
were not valued or respected as academic colleagues.
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The Impact of Training Programs
on Graduate Teaching Assistants (GTAs)
Researchers discovered that graduate teaching assistants (GTAs) who
received peer mentoring by experienced teaching assistants (TAs), as well as
formal instruction in teaching skills, reported less anxiety in their teaching.
Additional studies show that training programs and teaching experience
influence the self confidence which GTAs have in their teaching and actually
improve their teaching skills.

Training Programs That Lower the Stress and Anxiety of GTAs
In an effort to provide empirical data on the effectiveness uf various
aspects of graduate teaching assistant training programs, Linda Stallworth
Williams carried out an experimental study at a large mid-western research
university in 1990. Williams (1991) sought to evaluate a TA training program
beyond the common "assessment of TAs' satisfaction with training programs or
. . . investigations of the effects of training on specific teaching skills" (p. 586).
She was interested in how TA training programs impacted the teacher anxiety
experienced by the TAs and their effectiveness as teachers.
The 27 teaching assistants (TAs) in William's study all attended a pre
semester workshop and a theory and pedagogical English course. In the
experimental group, the TAs were observed teaching their English composition
courses three times by an experienced teaching consultant. Consultations took
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place after each of the observations. The purpose of the observational
consultations was "to encourage and develop each TA's ability to analyze his or
her own teaching style and to generate a personalized plan for continued growth
and improvement as a teacher" (Williams, 1991, p. 587).
Williams found "that changes in the teaching anxiety experienced by the
TAs was significantly influenced by the type of training they received." The
teaching anxiety for the experimental group, who engaged in peer mentoring and
consultant observations, as well as the formal training of the workshop and
semester-long course, was greatly reduced. The teaching anxiety experienced
by the control group, who received only the formal training, "actually increased
slightly" (Williams, 1991, p. 594).
Concerning the teaching effectiveness of the teaching assistants, the
experimental group received a higher rating from their students than the rating
received by those in the control group. The experimental group of TAs also
scored higher on the self-assessment of their teaching effectiveness than the
control group. It seemed in this study that, while the teaching anxiety
experienced by the TAs was high, the attention and interaction which occurred
through peer mentoring and consultations complemented the formal training
workshop and instructional course.
Williams’ study explored the complexity of providing effective training and
support for graduate teaching assistants. The findings of this study suggested
that although the GTA position may be inherently stressful, peer mentoring and
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consultation added personalized attention to the formal instruction of the
workshop and course and reduced anxiety when used together.

Training Programs That Increase Self-efficacy and Improve Teaching
In an effort to understand the variables that influence the effectiveness of
GTAs in the classroom, Prieto and Altmaier (1994) conducted an empirical study
of 150 graduate teaching assistants at the University of Iowa who held positions
in various academic departments. Their study focused on the GTAs' sense of
efficacy and the impact of a "can-do attitude" on "their perceived and actual
ability to teach more effectively" (p. 483).
Prieto and Altmaier (1994) found that "those GTA instructors who had
exposure to prior training and [had] higher amounts of previous teaching
experience, [exhibited]. . . higher self-efficacy" (p 493). The GTAs became
"more confident in theiir ability to execute effective teaching behaviors when they
receive training or as their teaching experience grows." The research
demonstrated "that higher self-officacy teachers are more likely to exhibit
effective types of teaching behaviors that can increase the academic
achievement of their students" (p. -,l93).
Another study that focused on the impact of a training and development
program on graduate teaching assistants (GTAs) included twelve GTAs who
taught the basic speech communication course at a large university. Mandeville
and Blakemore (1994) examined how a GTA training program, that used the
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human resource development model of team building, contributed to the
functioning of the GTAs as a group.
In order to discover what improvements should be made in the training
program, the GTAs completed program evaluations of training workshops and
functions and participated in interviews over a two-year period. Analysis of the
data showed that the GTAs wanted:
1. More input from returning GTAs within the workshop framework
(mini-lectures, etc.)
2. More emphasis on ice breaking.
3. More experiential exercises, less director lectures. (Mandeville
& Blakemore, 1994, pp. 7-8)
Also, the importance of team building was emphasized and supported by
the course directors and the Department Head who told the GTAs:
The best graduate programs are ones marked by a sense of
community. That sense of community rests on our shared
responsibility to the students we serve, and on an identification
with our discipline, department and each other. Graduate
education is not just a collection of courses, tests and research
projects. It is a shared experience. It manifests itself not only by
encouraging, helping and supporting one another, but also in a
realization that we learn and grow better as a group than as
individuals. (Mandeville & Blakemore, 1994, pp. 8-9)
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The authors reported that the "initial reaction" within the GTA group "was
one of strong socialization" (Mandevilk; & Blakemore, 1994, p. 11). The GTAs
came together for "many social events . . . which gave the GTAs an
understanding of each other" and as a result "there was a warmth and
friendliness" among the GTAs. Mandeville and Blakemore (1994) discovered
that the efforts of the directors and the GTAs had created "a strong sense of
community . . . [and a ] sense of team, a nucleus of respect and of
understanding was established" (p. 1 1 ). The course directors perceived the
sense of community as a strong foundation "that could provide a means of
dealing with difficulties" and conflicts which would naturally arise (p. 1 1 ).

The Socialization of Graduate Teaching Assistants (GTAs)
Many aspects of teaching necessitate solitary activity such as planning,
grading, reflecting, and leading the classroom activities. However, the teacher is
surrounded by other people: the students in the classroom, other teachers and
their students, administrators, and those who are part of the institution. It is
helpful to explore the behaviors which are considered appropriate norms for the
teaching profession. The norms may be communicated or transmitted to those
who are new in the profession through mentoring by experienced faculty.
The mentoring which graduate teaching assistants receive may have a
lasting impact on their perception of the profession and their own place within it
An individual may be inspired by a good teacher to enter the profession and a
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loathsome teacher may inspire another person to become a teacher in hopes of
doing better than their model. Similarly with mentoring, a graduate teaching
assistant who has received poor guidance and support, may decide to provide
the caring and meaningful mentoring to her own graduate teaching assistants
which she did not receive.

Defining and Reinforcing Professional Norms
Braxton, Bayer, and Finkelstein (1992) delineated four norms which form
a basis of "shared beliefs of appropriate behavior and inappropriate behavior in
a given circumstance" (Braxton, Lambert, & Clark, 1995, p. 671). These norms
"are needed to guide teaching role performance" since "university faculty have a
considerable degree of autonomy in their teaching" (p. 671). The four norms
were described by Braxton, Bayer, and Finkelstein (1992) are paraphrased as
the following:
1. Interpersonal regard encourages respect for the feelings and
opinions of both students and faculty colleagues.
2. Consistent grading requires assessment of student academic
performance and awarding of grades using meritocratic criteria.
3. Moral integrity denounces such moral transgressions as an
instructor attending class while intoxicated, making suggestive
sexual comments, and having sexual relationships with students
enrolled in one's course.
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4. Adequate planning requires attention to detail in such parts of
course planning as changing class meeting times and classroom
locations without consulting students, not ordering required texts
on a timely basis and not providing a course outline or course
syllabus. (Braxton, Bayer, & Finkelstein, 1992, cited in Braxton,
Lambert, 7 Clark, 1995, p. 672)
Braxton, Lambert, and Clark (1995) studied whether 36 entering graduate
students who had been appointed as teaching assistants in the departments of
biology, mathematics, history, and psychology endorsed the four teaching norms
and if 122 full-time, tenure-line faculty, holding the rank of assistant professor or
higher in the same disciplines, also endorsed the four norms. Their findings
suggested "that both entering graduate teaching assistants and research
university faculty endorsed as a set the four undergraduate teaching norms" (p.
679).
In addition, the authors suggested that entering GTAs may support the
four norms because they "mirror improprieties in larger society" (p. 681).
However, this ma> also occur because the GTAs "are likely aspirants to
membership in the academic profession" and they wish to support the norms
which reflect the profession they want to join (p. 681). The GTAs' "personal
experience with these proscriptive behaviors during undergraduate study . . .
[may] evoke moral indignation, and such reactions signal the social significance
of such norms" (p. 681). Whether their reactions reflect their own or others'
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negative experiences, "because of their anger, individual students come to label
these behaviors as unbefitting college and university faculty and deserving of
strong sanctioning actions" (p. 682).
Braxton, Lambert, and Clark (1995) reported that these findings have
implications for the preparation and support of graduate teaching assistants.
They recognized that although "both faculty and teaching assistants" subscribed
to the "four teaching norms . . . conflicts about professional behavior. . . will
arise" (p. 682). Therefore, "teaching assistant programs should clearly advise
[TAs] (who are indeed in a more vulnerable position) . . of the institutional
support mechanisms in place to protect. . . the teaching assistants from
retaliation for whistle blowing" (p. 682).
The authors recommended that tr aining programs should recognize that
"teaching assistants come to the university with some established conceptions
about undergraduate college teaching performance norms" but they should be
"reinforced by having [them] observe experienced, outstanding faculty and more
experienced teaching assistants who steadfastly follow the prescriptive form of
the . . . norms" (p. 682). Braxton, Lambert, and da rk (1995) suggested "having
faculty mentors and experienced [GTAs] discuss ethical issues . . . and
professional behaviors . . . before a course begins" to establish their importance
as professional standards (pp. 682-683). Such discussio:

of "professional

standards as an integral part of graduate prepi. ation" would enable all graduate
assistants to "espouse them," even those who were not initially aware of the

norms (p. 683). These discussions would be enhanced by the inclusion of
"applicable training materials, such as videotapes and case studies, for use by
faculty and teaching assistants" (Braxton, Lambert, & Clark, 1995, p. 683).

The Importance of Mentoring GTAs
Successful mentoring provides graduate teaching assistants (GTAs) with
a role model, a colleague, an observer, a confident, a listener, and a problemsoiver. Being a mentor requires patience and implies concern about the
ir/Tyidual graduate students and their professional development. Effective
mentors have a breadth of understanding about the content and pedagogy of
their particular discipline. Mentoring offers a priceless gift to the student and
adds another layer of complexity and satisfaction to the professor.
A Faculty Member's Experiences as a GTA and a Mentor
In a paper entitled "Mentoring as Teaching and Learning," Baker (1993)
described her own evolution from uncertain graduate teaching assistant to
committed faculty mentor. As a graduate teaching assistant (GTA), she received
no teaching training or departmental support while teaching freshman English
classes. Baker and her fellow teaching assistants discovered that "none of us
had ever really been taught to write, we just wrote . . . none of us seemed to
know how we wrote" (p. 1). The GTAs realized that, as college students, they
had completed assignments but they had not been required to recognize or
analyze the choices they made "about the strategies we used to shape our
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words into effective acts of communication with an audience" (p. 1). Just as they
had not critically and consciously learned the process of writing, they were being
asked as graduate teaching assistants to teach without knowing the craft of
teaching. Baker and her colleagues found themselves lacking a thorough
understanding of their discipline as well as their teaching skills. They needed a
better "understanding of how both successful writers and teachers go about their
work" (Baker, 1993, p. 2).
Baker (1993) and her fellow graduate teaching assistants "struggled at
our craft as teachers" through many "years of arduous trial-and-error" in the
college classroom. To improve her teaching, the author took on the task of
educating herself in "learning theory, various theories on the teaching of writing,
and effective classroom practice" (p. 3). She developed a "teacherly way of
thinking" in spite of and without any support from her graduate program (p.3).
As a faculty member in the English department at Radford University in
Virginia, Baker (1993) interacted with the graduate teaching assistants as a
supportive mentor. Baker’s mentoring supplemented the training which the
GTAs received within the English department. All new Radford GTAs attended a
week of intensive training "at the beginning of each year" during which the
experienced GTAs "played a significant role in some of our meetings [by]
offering demonstrations of activities" (p. 7). The experienced GTAs shouldered
"most of the responsibility for planning and facilitating" the workshop for their
new colleagues (Baker, 1993, p. 7).
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Additionally, the GTAs worked actively and continuously with faculty
mentors. Baker (1993) found that working with the graduate students as their
mentor built a collegial community and furthered her growth" as a
teacher/learner in many ways" (p. 4). The community of graduate teaching
assistants and faculty mentors created a forum for "continual self-reflection" and
"dialogue" with small groups of "enthusiastic colleagues who know me and my
teaching" (p. 4). They discussed "pedagogical theory" and "its usefulness or
limitations in our own practice." This academic community gave Baker the
courage to "try new things, take risks" in her classrooms and then "reflect
honestly with [colleagues] upcn what is happening in my classes" (p. 4). Self
reflection and discussion with colleagues enabled the author to refine her
teaching skills. And it modeled and taught such collegiality to the graduate
students by actively involving them in the process of professional development
(Baker, 1993, p. 4).
Before assuming the responsibilities of becoming a mentor for several
graduate students, Baker re-examined her own "teaching practice" to understand
fully the purpose of her assignments and the goals of her pedagogy. She
reflected on the principles underlying her "teaching philosophy" and the roles
and responsibilities of herself and her students. This examination gave her "new
clarity and confidence" and "a wonderful feeling not only to know what you're
about, but to know that you know what you're about" (Baker, 1993, p. 5).
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As a mentor for several graduate teaching assistants, Baker engaged
them in a dialogue about their own experiences as teachers and learners. Baker
and her GTAs worked together as a group on course syllabi and "individually to
offer feedback and suggestions about options available to them to meet their
objectives" (p. 6 ). They formed a team which encouraged "intimacy and trust"
and "provided a safe space in which we all can experiment, reflect, and grow as
teachers" (p. 7). Every two weeks all the mentoring teams met in a large group
to exchange ideas about "current theories of teaching writing" (Baker, 1993, p.
7).
Being a mentor allowed Baker to teach and learn from her interactions
with the graduate teaching assistants she was mentoring and from other faculty
mentors and their GTAs. She discovered that the "same strategies for
collaborative learning using speaking, reading, and writing" strengthened her
mentoring and proved effective for her own professional insight and growth
(Baker, 1993, p. 9).
The Impact of Mentoring on GTAs* Attitudes
Bomotti (1994) examined how mentoring influenced the graduate teaching
assistants’ (GTAs1) attitudes about the profession. She designed a study that
identified the positive and negative aspects of the GTAs' experiences in two
realms: the academic system and the social system of the institution. Within the
academic system the "formal experiences are those connected to academic
performance [and the] informal experiences are connected to . . . interactions
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with facuity and staff' while within the social system, the "formal experiences are
those connected with extracurricular activities [and the] informal experiences are
those connected to peer-group interactions" (Bomotti, 1994, p. 373-374).
Data were collected from the survey responses of 86 graduate teaching
assistants which represented "eight selected academic departments" and
appeared "to be fairly well-matched to those of the national population of
teaching assistants" (Bomotti, 1994, p. 377). Although the author's sample of
GTAs had "less teaching experience prior to becoming TAs than their national
counterparts . . . [they averaged] about, two years" of teaching experience. Over
half of those in the survey had taught "an introductory class” while 25% taught
"an intermediate" course, and 16% taught "an advanced course" (p. 373).
Bomotti found that "teaching assistants who plan to continue college
teaching after graduate school identify good supervision [or mentoring] as the
most powerful influence on their career decision" (Bomotti, 1994, p. 386). Other
positive factors included "the ability to teach well and [develop] productive,
friendly relations with students" (p. 386). The author discovered that "the
academic and social dimensions . . . are so closely related at the graduate
school level that they cannot be separated" (p. 386). GTAs in her study, were
determined to continue in the profession despite anxiety "about their ability to
finance their years of graduate study . . . low status in their departments,
excessive workload, and low pay" as graduate teaching assistants (p. 387).
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The GTAs who enjoyed teaching but had decided to leave the profession
after graduation, identified "uncollegial and unsupportive supervision [or
mentoring] as an influence on their career decision" (Bomotti, 1994, p. 387). By
exploring "personal, relational, and environmental factors," the author offered
insights into aspects of the GTAs' experiences "that potentially affect how well
teaching assistants become integrated into the academic and social life of a
department or program" (p. 388). Ar.d the integration or nonintegration of the
GTAs was shown to have "the most powerful impact on [their] career decisions"
(p. 388).
Bomotti (1994) emphasized that "the development of good preservice
training programs should continue to be a topic of much interest" to those who
want to improve the quality of the GTAs' experiences in an institution and foster
their entry into the profession (p. 389). However, she believed that programs
"must move beyond the current focus on orientation and training" and
encompass "a teaching-oriented, collaborative relationship between teaching
assistants and their supervisors [or mentors, as] the most critical factor in
improving the quality of undergraduate instruction and nurturing future
professors" (p. 388).
The GTAs who responded to Bomotti's survey said that "they need
someone to answer questions as they arise in the context of actual teaching and
help them solve immediate problems" (Bomotti, 1994, p. 389). The teaching
assistants wanted to "know how they are doing and how to improve their
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performance, if lacking" and "to deai with hard to teach classes, particularly
those comprised of under-prepared students or students with a wide range of
academic ability" (pp. 389-390) Bomotti (1994) suggested that "collaborative,
pragmatic supervision" and mentoring could improve the teaching assistants'
integration into the academic and social aspects of the graduate experience and
"encourage more [of them]. . . to become career college teachers" (p. 391).

Graduate Teaching Assistants (GTAs) in the Classroom
Rowley (1993) sought to address the concerns of those who viewed the
proliferation of graduate teaching assistants (GTAs) as undermining the quality
of higher education. Rowley referred to "studies done in the field of psychology"
which compared student e q uations of regular faculty with those of GTAs. The
results shov/ec that stuo^nts found faculty knowledgeable but found that
graduate teaching assistants were credited with being more tolerant and helpful"
(Rowley, 1993, pp. 3-4).
According to Rowley (1993), experience alone was not a guarantee of
quality teaching. Indeed, the qualities of "warmth, support, and involvement"
which the GTAs demonstrated were valued as "effective in promoting interaction
in the classroom and increasing student-teacher rapport" (p. 5). In other words,
"affective learning is enhanced through [the] interaction and rapport" which the
GTAs used to promote exploration of "course content" (p. 5). The author
suggested that this affective style "may be assisted by the demographic
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similarities between the students and the typical graduate teaching assistant" (p.
5). Specifically, the GTAs were recognized as effective teachers in the student
evaluations by "encouraging students' participation in class, showing interest in
the learners, asking if students understood, and making oneself available and
approachable outside of class" (p. 5). Since GTAs were more approachable for
the students, they were "uniquely qualified to handle the problems associated
with some types of communication anxiety" (Rowley, 1993, p. 6 ).
Another concern that the author addressed was that of classroom control.
While he believed that some concerns of fraternization were "valid," it was
helpful to examine how GTAs use behavioral alteration techniques (BATS) to
maintain classroom control. Rowley cited studies which showed that "the
instructor's level of experience had no bearing on the results" (Kearney, Plax, &
Burroughs, 1991); another study showed that "new and experienced instructors
both" used BATS with the GTAs at times used them more frequently (Roach,
1991, cited in Rowley, 1993, pp. 6-7).
Rowley (1993) suggested that the strengths which GTAs bring to the
college classroom should be recognized because
GTAs are perceived [by their students] as more helpful than
regular faculty, seen as warm and immediate in the classroo...,
have special abilities in lowering apprehension, and can control
their classroom, (p. 7)
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Graduate teaching assistants bring weaknesses and strengths to their
college and university teaching experiences. By helping them address their
weaknesses and build on their strengths, universities can provide more effective
training and support for their GTAs. Institutions have the opportunity to
empower GTAs and make their training programs more meaningful.

Teaching Styles and GTAs
According to Eble (1990), examining one's own teaching styles enables
us to "see ourselves as others see us and to make us more sensitive to students'
being like us or unlike us in these respects" (p. 65). Observing the effective
teaching styles of others can expand our vision of excellent teaching. Eble
(1990) suggested four descriptors of teaching styles:
1. The characteristic way a teacher goes about his or her work
may be usefully regarded as a teaching style.
2. A teaching style is a matter of both one's natural bent and
consciously developed attitudes and actions.
3. The intersection between a teacher's style and the disposition
for learning that students bring to a classroom is an important
consideration for teaching effectively.
4. Acquiring a teaching style or adapting or changing one's style
can be assisted in many ways: from the literature identifying
teaching styles, from observing and being observed by other
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teachers, from videotaping one's teaching performance, from
giving attention to the many ways students respond to one's
teaching, and perhaps most of all from giving the way we go about
teaching the attention it deserves. (Eble, 1990, p. 64)
Axelroc

1973) viewed the "teacher-artist" as one who "develops

his [or her] o n style, and he expresses himself in his own personal ways" (p. 9).
While evolv ng a personal teaching style, the teacher "holds in his mind a vision
of the teaching style that he believes is most effective [although] not every
teacher s able to describe his vision upon request. . . it remains nonetheless
ever-present in his mind" (p. 9). Axlerod (1973) referred to "these mental
portraits" as "prototypes . . . [that] vary greatly from one teacher to another" (p.
9). However, the teacher is part of the "teaching-learning group" along with the
jdents and together, they "contribute" to the "art of learning" even though "they
believe they are only talking, inquiring, defining, exploring, discovering,
accepting and rejecting . . . and sometimes laughing” (p. 8 ). The vibrance of the
learning experience which is shared by teacher and students "comes from their
participation in the creation of art": the art of teaching and learning (p. 8 ).
In an effort to understand how graduate teaching assistants (GTAs)
perceived teaching styles, McDowell (1993) designed a study which surveyed
120 randomly selected GTAs in 20 departments. Two survey instruments were
used: The Communication Style Instrument "developed by Norton (1978)" and
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revised "by McDowell (1984)" and the Teaching Instrument "develooed by Gray
and Buerkel-Rothfuss (1991)" (McDowell, 1993, p .5).
The findings of the McDowell (1993) study indicated that 50% of the
GTAs felt "that the personality of the teacher, interpersonal relationships
(teacher as buddy) with students play significant roles in their teaching" (p 10 ).
And "between 60 to 80% of GTAs rated friendly, communicator image,
impression leaving, attentive and animated more positively than the other sWIe
variables" (p. 10). As the GTAs described their own teaching styles, "about 50%
of [them] do not rate themselves positively on the dramatic, open, and relaxed
styles" (p. 11). McDowell (1993) cited Anderson, Norton, and Nussbaum (1981)
who "concluded that these variables, as well as friendly and impression leaving,
separate good teachers from better teachers" (p. 11 ).
McDowell (1993) reported that 70% of the GTAs "feel that their students
learn more from lectures than other teaching methods" and males in the survey
"rated teacher as lecturer significantly higher, while females rated teacher as
buddy and teacher as obligation somewhal higher" (pp. 10-11). Additional
gender distinctions indicated that "males use the lecture method, and more
dominant and precise styles in their teaching than females, while females feel
more committed to teaching and are more informal, friendly, and open toward
students" (p. 11 ).
McDowell (19931 noted that the GTAs with 1-2 years of experience "rated
the teacher as omniscient higher than the 5+ group . . . the 3-5 years experience
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group rated teacher as buddy significantly higher than the 5+ years experience
group" (p. 12). McDowell (1993) interpreted the findings to mean
that members of the 1-2 years experience group find less pleasure
in tne activity of teaching, feel that teaching training is not very
valuable and feel that courses should be more standardized than
the ' 5 years and 5+ years experience groups. Members of the 35 years experience group want to develop a personal relationship
•vith students, feel teacher training is important, and are more open
and friendly with students. Menr

s of the 5+ years experience

group have more confidence to structure a course on their own and
feel that students learn best in an environment that is controlled.
(McDowell, 1993, p. 12)
McDowell's findings suggested that there are differences in
communication and teaching styles among GTAs which correlate with their
gender, years of teaching experience, and age. The author recommended using
both of the survey instruments to "assess beginning GTAs' perceptions" of
various styles and "a training session could be developed to help [them] use
friendly, dramatic, open, relaxed, and impression leaving styles" (McDowell,
1993, p. 14).
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Classroom Management and GTAs
Roach (1995) noted that it was crucial for teachers "to be able to facilitate
a quality learning environment and keep students on-task" (p. 94). However, for
graduate teaching assistants (GTAs), "classroom management, specifically in
terms of instructor power/authority, is often uncomfortable and difficult" (p. 94).
GTAs "are frequently close in age to their students" and are learning about
"issues of instructor power and control in the classroom" (p. 94). As a result of
these factors, graduate teaching assistants "may encounter classroom
management difficulties in ways established faculty instructors do not" (Roach,
1995, p. 94).
Argumentativeness and Power in the GTA Classroom
Graduate teaching assistants are perceived differently than regular
faculty and students may not give as much "credibility to TAs as they do to
professors" (p. 94). To understand how GTAs "enact effective classroom
management through strategic teacher power use" McDowell (1995) studied "the
influence of one specific communicative trait, argumentativeness" (pp. 94-95).
The trait of argumentativeness in an educational setting contrasts with "verbal
aggressiveness" and "is considered a useful and positive trait" since individuals
with high argumentativeness "enjoy debate and will approach an opportunity to
argue" rather than avoiding "confrontational situations" (McDowell, 1995, p. 96).
McDowell's study explored the relationship between argumentativeness and the
use of power by graduate teaching assistants, since GTAs
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have limited experience in the teacher role, have limited or no
experience or training in [the use of] power/compliance-gaining
strategies, and often tend to respond to classroom situations in
restricted and/or personality driven ways, (McDowell, 1995, p. 97)
McDowell (1995) surveyed 194 GTAs from 25 departments "in the college
of Arts and Sciences at a large Southwestern university" which included art,
music, and theater arts (p. 97). He found "significant positive correlations . . ,
between argumentativeness and TA reports of referent and expert power use"
(p. 101) McDowell reported that "even though the high argumentativeness TAs
[used] more power than do low argumentative TAs, there is [an] emphasis on
using more positive [referent and expert] power bases" (p. 101). The use of
"referent and expert power reflects a friendly, socially appropriate focus on the
issue" rather than "a vicious attack on the person" and involved the use of
"advanced knowledge/information level of course content and perhaps, even
his/her reasoning/logic skills" (p. 1 01 ).
McDowell (1995) believed that as part of graduate teaching assistant
training, the "argumentativeness scale could be used as a diagnostic tool for
TAs before they enter the classroom" (p. 101). Additionally, the author
recommended that the issue of power and classroom management would
continue to be studied to support faculty development at every level.
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Negativity in the GTA Classroom
!n March of 1994, Beth Rapp Young presented a paper in which she
described a teaching experience she had as a graduate teaching assistant in a
freshman English composition course. Young (1994) described the unfortunate
class as "a hostile place, where I felt forever on the defensive, and apparently so
did the students" (p. 1 ). Surprisingly, her experiences with the students outside
the classroom "were wonderful," especially during conferences where she
"enjoyed talking with them about their writing, and I think they enjoyed it" (pp. 1 2). However, in the classroom setting, Young and her students "weren't really
ourselves" (p. 2). The students "rebelled against every kind of activity we tried
. . . made it absolutely clear that it was a stupid class, a waste of time" and their
attitudes became increasingly "rude and uncooperative'1(pp. 1-2). The students
communicated to Young that they felt she "had absolutely nothing to teach them"
(Young, 1994, pp. 1-2).
As Young (1994) became aware that her own attitude was increasingly
"arrogant and domineering," she tried unsuccessfully to reverse the negativity
which had overtaken the class. She sought out advice from "colleagues and the
very experienced staff of the Freshman Writing Program," but their feedback was
general and not helpful in addressing the specific situation. Out of her
inexperience and frustration, she resorted to demonstrations of power and
control which only fueled the negative reactions of the students. Young and her
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students became "[their] own evil twins" as the negative aspects of their
personalities emerged (Young, 1994, p. 2).
Young (1994) refers to Jane Thompkins’ (1990) "performance model"
which teachers adopt as a way to mask their insecurities and fears. Teachers
who use the performance model are more concerned with whether their students
have a "good opinion" of them based on their performance rather than whether
the students are understanding the course material (Thompkins, 1990, p. 654,
cited in Young, 1994, p. 2). Young (1994) described several aspects of the GTA
experience which tend to "promote a performance model" and she noted that
"the conditions are especially likely to spawn appalling performances—"evil
twins" (p. 2). One aspect is the understanding among GTAs, faculty, and
students that graduate students teach classes "that no one else wants" (p. 3).
As a result, GTAs "don't earn respect for [their] teaching" and the students react
w,th comments such as "this isn't a real class [and] this person isn't a real
teacher" (p. 3). Young (1994) described how GTAs in her department were told
not to invest too much in their students because "they'll just drain the energy you
need for your own work" (Young, 1994, p. 3).
Graduate teaching assistants recognized that more student-centered
pedagogies "might banish those "evil twins" from [their] classrooms" and make
their courses more "rewarding for students and teachers alike" (Young, 1994, p.
4). The powerlessness and insecurity which the GTAs experienced prevented
them from "taking risks" with "collaborative pedagogies" (p. 4). The GTAs felt
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powerless because of the need to have all student evaluations of their courses
be good ones, since they did not "have years of good evaluations to balance out
the horrible ones" (p. 4). The GTAs felt a lack of "job security" and the
pressures of being on the job market af er having had only a small amount of
time "to demonstrate their commitment to teaching" (p. 4). She described how
the search committees in her department disapproved of candidates who did not
lecture for their teaching demonstration. Young (1994) also "worried constantly
that by asking for advice, or even seeking consolation from my friends, !
damaged my credibility even more" (p. 5).
Young (1994) described the frustration of a beginning graduate teaching
assistant who sincerely wanted to improve her own teaching and her students'
learning, but was unable to do so. She recognized that knowing the best
pedagogy, promoting student-owned classrooms, collaborative pedagogies, will
by itself never be enough to eliminate the "evil twin" from the GTA classroom (p.
5). Young cautioned that the "political forces beyond our control" within the
department and the institution directly impact choices GTAs make as teachers
(pp. 5-6).

Classroom Environment and GTAs
Both the graduate teaching assistant and the undergraduate student
share a familiarity with the classroom setting from many years of personal
experience. Teachers and students bring to the classroom "their educational
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biography and some well-worn and commonsensical images of the teacher's
work" (Britzman, 1991, p. 2). The "over familiarity" that Britzman (1991)
desc^hed leads to "a significant contradiction affecting those learning to teach"
(p. 3). Students learn to "read" their teachers in order to "survive," and may take
"for granted that we all know what a teacher is and does" (p. 3). Graduate
teaching assistants (GTAs) may share the belief "that anyone can teach" since
they themselves have continued to survive as students. As beginning teachers
their "pedagogy [may not be] rooted in the production of knowledge but rather in
its public image" (p. 4). Thus, the classroom becomes for the GTA, a place in
which they discover the "overwhelming complexity of the teacher's work and the
myriad ways this comptexity is masked and misunderstood" (Britzman, 1991, p.
4).
Britzman (1991) described the struggle of beginning teachers who may
feel as though adopting the identity of a teacher "means suppressing aspects of
the self' in order to become "someone you are not" (p. 4). The author recounts
their difficulties as they step into the role of teacher:
Despite the persistency of cultural myths that position the teacher
as expert, as seif made, as sole bearer of power, and as a product
of experience, those learning to teach feel a rupture between the
ethic and the experience, because learning to teach constitutes a
time of biographical crisis as it simultaneously invokes one's
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autobiography . . . it is a time when one's past, present, and future
are set in dynamic tension. (Britzman, 1991, p. 8)
The ways in which graduate teaching assistants respond to and attempt to
resolve the contradictory realities of individual experience and social negotiation
impact their classroom environments.
Communication and Interaction in the GTA Classroom
Eibow (1986) suggested that teachers could improve the quality of
communication that took place between teachers and students by removing
areas of ambiguity and clearly stating their expectations. Ambiguity "can come
from a teacher's unspoken doubts" about their own purposes or the abilities of
their students and may be communicated to the students "through tone of voice,
phrasing, and even physical gestures" ( p. 77). As beginning teachers, graduate
teaching assistants may have doubts about the validity of rules and
"constraints," sensing that "rules were childish. We're in college now. Let's not
go around making rules" (p. 77).
Clearly establishing rules and procedures in the classroom removed
ambiguity for the teacher and the students. Balancing constraints with clearly
defined areas of student choice, encouraged students to "learn to choose and to
motivate themselves in spaces cleared by freedom" (Elbow, 1986, p. 77). It
would seem that such "efforts to distinguish clearly between areas of freedom
and constraint and to make unambiguous, accurate messages" would be easy to
do and well received by the students, Elbow discovered an additional challenge.
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As clarity was brought to issues of "freedom and constraint", it seemed to make
the "inescapable power relationship" more visible in the classroom interactior.s
(Elbow, 1986, p. 79).
Lowman (1984) also emphasized the importance of communication skills
for teachers. He believed that "superior college teaching involves two distinct
sets of skills . . . speaking ability [and] interpersonal skills" (p. 2). These skills
impact a teacher's ability to promote effective college teaching in two dimensions
which Lowman (1984) called Intellectual Excitement and Interpersonal Rapport.
By combining these two dimensions, Lowman (1984) categorized
teachers with low Intellectual Excitement (IE) skills and low Interpersonal
Rapport (IR) skills as "Inadequate: unable to present material or motivate
students well;" those with low IE skills but high IR skills were "Socratics:
outstanding for some students and situations but not for most;" those with high
IE skills but low IR skills were "Intellectual Authorities: outstanding for some
students and classes but not for others;" and those with high IE skills and high
IR skills were "Complete Masters: excellent for any student and situation"
(Lowman, 1984, p. 20). Lowman’s combined scale for the two dimensions of
Intellectual Excitement and Interpersonal Rapport, illustrate the complexity of
communication in the college classroom and would provide useful information in
GTA training pioyrams.
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Perceiving Students as Individuals in the GTA Classroom
Bullock (1995) cautioned that "the dangers of generalizations . . . can be
brutalizing to our students" and especially for new teachers "the tendency to
generalize, to label a class as either good or bad, as smart or fun or stupid, can
be dangerous to themselves and to their students" (p. 3). Bullock (1995)
recounted a situation in which he rejoiced with a graduate teaching assistant
(GTA) who "had a great class" and commiserated through the not so good times,
but he perceived that her
roller-coaster reaction was probably due to her tendency to see her
class as a class, not as a collection of individuals, some of whom
were prepared, some of whom participated, and some of whom did
none of those things on any given day. (Bullock, 1995, p. 2)
In an effort to help graduate teaching assistants "to see their students
individually, rather than collectively," Bullock (1995) conducted "classroom
research projects" with the GTAs in his English department (p. 4). The projects
encouraged the GTAs to move away from "their tendency to generalize from
their previous experiences . . . by closely examining one or two students in their
classrooms" (p. 5). The GTAs experienced the importance of looking beyond
generalizations and as they recognized and studied the individuality of their
students. Their new perspective impacted decisions they made about what and
how to teach, and it enabled them to understand their students' learning.
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Bullock (1995) incorporated this classroom research project into the
preparation program which the English department at the university offered to its
graduate teaching assistants. This was done to foster trust in classroom
research and to enable the GTAs to use their new understanding to prevent
destructive generalization of students and improve the teaching and learning in
their classrooms.

Summary of the Review of Literature
The graduate teaching assistant position began over one hundred years
ago, and from the beginning, concerns were raised about graduate students'
teaching qualifications. Although some educators believed that the graduate
students would learn to teach while teaching and did not need any formal
pedagogical training, others instituted training programs to prepare and support
the GTAs. Graduate teaching assistants have most often taught basic courses
which are required as an introduction to the disciplines.
Many programs exist at colleges and universities to prepare graduate
students who are teacning basic courses. Some programs have identified the
needs of the GTAs for more specific pedagogical instruction, interaction with
caring mentors, and supportive university environments. Successful programs
have responded to the needs of the GTAs by offering campus-wide training in
general teaching skills and discipline-specific methods. Sensitive mentoring has
provided support for the GTAs and a professional role model. Mentors may
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become gatekeepers who facilitate an understanding of the roles and
responsibilities of those who teach in higher education and encourage the GTAs
to join the profession.
Programs that are meaningful and effective for the GTAs, offer specific
information and opportunities to learn experientially about classroom
management and communication in the classroom. By learning how to reflect on
their own experiences and understand the processes of teaching and learning,
the GTAs became more successful teachers, experienced less stress and
anxiety, and enjoyed their teaching more. The attitudes of the institution and the
department were reflected in the programs which they offered their GTAs. Many
institutions continue to redefine the graduate teaching assistant position and to
prepare and support the GTAs as beginning teachers and future colleagues.

CHAPTER III.

METHODOLOGY
Introduction to the Research Methodology of the Study
This study focused on understanding the experiences of six graduate
teaching assistants in a research university, it became apparent that qualitative
methods of data collection and analysis would be most appropriate. As Erickson
(1986) noted, "qualitative research that centers its attention on classroom
teaching is a very recent phenomenon in educational research” (p.124). The
intent of my research was to explore not only what was happening within the
educational setting, but to interpret what the experiences meant to the
participants. In this study, qualitative inquiry sought to gain access to those who
were directly involved in the process of teaching and learning as graduate
teaching assistants (GTAs). This chapter includes an overview of the qualitative
research methodology used in the study which included interviews,
observations, and field notes and a review of the strengths and limitations of
qualitative research methods as it pertains to this study.

84

85

Background of the Study
The topic of this study was of interest to me both as an educator and as a
visual artist. I had empathy for the participants as they struggled to learn about
their profession, since I too began teaching in higher education as a graduate
teaching assistant (GTA) in a visual arts department. I wanted to discover how
others interpreted their GTA experiences. The interviews, observations, and
field notes enabled me to appreciate the individuality of the participants and
recognize how their teaching challenges and concerns interconnected.
It was fascinating to investigate the visual arts setting which I knew from
the perspective of both student and tet cher. However, as a researcher, it was
crucial to balance my familiarity with the setting with my desire to honor the
subjective, contextual truth of the participants in the study. My integrity as a
researcher required that I make every effort to recognize my personal bias so
that I could separate my own experiences from those of the participants.
Qualitative methodology provides tools that the researcher may use to
distance herself from the participants in order to maintain integrity when
collecting and analyzing data. I utilized these techniques by asking open-ended
questions that gave the participants wide latitude for responses during our
interviews, in pursuing the issues raised by the participants, I asked follow-up
questions to understand more fully what they were communicating. Initially, I
was concerned that I might be "over-correcting,” in an effort to allow the
participants maximum freedom in their responses, by offering questions that
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were too open-ended. However, as data collection progressed, it became
apparent that the less restrictive questions elicited genuine and unexpected
responses.
I began my teaching career as a visual arts GTA, and I thought my
unpleasant experience was unique so it was astonishing to me to discover that
the participants in my study, and those I read about in the literature review
interconnected with my own experiences. However, this realization brought
greater responsibility; the more I recognized similarities, the more alert I became
to separate my perceptions and interpretations from those of other GTAs.
Additionally, the research tools of observations and field notes provided
opportunities to further explore the participants' experiences. Observations of
the participants' classrooms provided data that were congruent with the
comments they related during our interviews. My field notes confirmed their
experiences and provided a forum for me to consider areas of investigation that I
pursued during our interviews.
The positive effect of my deep interest in the topic and familiarity with the
setting, was the opportunity to use my own perceptions when interviewing,
observing, and creating field notes. My training as a visual artist taught me to
stretch my awareness by looking deeply into a subject: to notice details,
patterns, and interconnected relationships. As an educator 1was trained to use
critical thinking to analyze the complex process of teaching and learning. This
study challenged me to use perceptual ability, critical thinking skills, and
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qualitative research tools to look beyond my personal bias in my search for
greater understanding.
The process of data collection for this study included individual
interviews, classroom observations, and field notes. The individual interviews
with the participants lasted from sixty to ninety minutes each, were audio tape
recorded, and then transcribed. The interviews were conducted in my office at
Midwest University. During the observations, I sat unobtrusively in the
participants' classrooms watching the complex interplay of teaching and
learning. The observations added an important dimension to data collection by
providing the opportunity to immerse myself in the realities of the participants'
micro-contexts. I recognized students whom the participants described during
their interviews and gained an understanding of the similar yet individualistic
context of each classroom setting. Pseudonyms were used for all of the study
participants to protect their confidentiality. And a pseudonym (Midwest
University) was chosen for the university where the study took place.

Negotiating Entry
Gaining entry into the site was accomplished with permission from
Professor Jones, the Chair of the Visual Arts Department. I also spoke with
Professor Smith, the Director of Graduate Students. We discussed who would
be graduate teaching assistants for the fall semester and I decided to invite only
those who were teaching drawing and printmaking courses to participate.
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Although there were GTAs teaching courses in other mediums, such as
ceramics, i restricted the participants to the two-dimensional media to provide an
overarching commonality in the courses they taught and to maintain a
manageable number of participants in the study.
After presenting my study proposal to each of the graduate teaching
assistants individually, six of the seven accepted. Three men and three women
agreed to participate in my study and, after the consent forms were signed, I set
up appointments with each of them for our initial interviews. All six of the
participants remained active in the study for the entire semester.

Description of the Setting
This study took place in the visual arts department of a state-supported
research university in the upper-midwest area of the United States. The
university had a yearly enrollment of approximately 11,000 students and was
located in a city of approximately 50,000 residents. The Fine Arts building was
separated from the rest of the campus by a meandering stream which was
crossed by two footbridges and a vehicular bridge.
All of the classrooms in which the participants taught were located in the
Fine Arts building. The largest classroom was an open area located in the
center of the Visual Arts Department. It was used each class day by two of the
participants and had several wall spaces for hanging student work for critiques.
Around the perimeter of this open area were many easels which were arranged
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by undergraduate painting students as their studio spaces. The walls were
decorated with paintings of various sizes which had been done by past and
current faculty and students.
Smaller classrooms and faculty offices were located beyond the open
area. Three of the participants who taught drawing used the figure drawing
classroom, and the other two met in the open area. The figure drawing
classroom had large areas for displaying student work, drapes on the windows,
and a door which locked to protect the privacy of the model who was employed
for the figure drawing class. The other classroom used by the participant who
taught printmaking was located across the hall from the open area in the
printmaking studio. This room had extremely large work tables with stools and a
large board for displaying student work during critiques. The printmaking area
included the classroom, four other rooms used for printing, and a photography
studio.
The participants each had an cTice which they shared with another
graduate student. These offices were located on the upper and lower levels of
the building. Most of the offices had large windows and enough space in which
the participants could work on their own projects as well as store materials and
artwork.
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Data Collection
In this qualitative study, data were collected from individual interviews,
classroom observations, and field notes to obtain a more complete
understanding of the participants' experiences.

Individual Interviews
In this study I used the three-interview format suggested by Seidman
(1991) which she describes as follows.
The first interview establishes the context of the participant’s
experience. The second allows participants to reconstruct the
details of their experience within the context in which it occurs. And
the third encourages the participants to reflect on the meaning their
experience holds for them. (p. 11)
! found that each interview elicited information which built a strong
foundation for the next one and added to the cumulative meaning-making
process. As a researcher one of my most significant interviewing toois was the
ability to listen on several levels. As Seidman (1991) explained, first, the
interviewer must listen carefully to what the participant is saying to make certain
that she is understanding the information completely; second, the interviewer
must attend to the participant’s inner voice which may underlie the public voice;
and third, the interviewer must maintain awareness of the process so that she
may judge how to proceed with the interview. Constructing interview questions
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which were open-ended enabled me to explore the inner voices as well as the
public voices of the participants.
The initial interviews in this study took place early in the fall semester
when the participants were becoming acquainted with the students in their
classrooms. Open-ended questions about the participants' personal history and
educational background built a foundation for understanding what brought them
to their graduate teaching positions. I discovered that even though I had known
several of the participants before beginning this study, I learned more about the
participants as unique and complex individuals during our interview than I had
over the course of many months of informal interaction. The formal structure of
the interview process elicited systematic and thorough profiles.
The second interviews took place in the middle of the semester when the
participants were more comfortable in their own classrooms and with their
students. During this interview we explored what was happening in their
classrooms and how they dealt with assignments, grading, student attitudes, and
classroom management. We also discussed their relationships with faculty
mentors, peers, and administrators. These many issues were balanced with
finding time for their own creative work as Masters students and everyday
concerns.
The final interviews took place at the close of the fall semester, after the
participants had completed final grades for their students. This was a time for
them to reflect on the meaning of their teaching experiences as graduate
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teaching assistants. We explored what they had learned about the process of
college teaching including the expectations for their students, how they resolved
problems in their classrooms, and changes they would make in future courses
they taught. Since this was a mid-point in the school year, it was a logical time
to reflect on the past semester and prepare for the spring semester which began
a few weeks later. The cumulative effect of the interviews enhanced the
introspective and reflective nature of our conversations. Additionally, one of the
participants discovered that she had more to report, so one week after we had
completed her final interview I met with Anne for a fourth interview so she could
add her final comments. The participants also expressed a deep sense of
satisfaction and pleasure in the process we had shared; it was an opportunity for
heightened awareness and understanding of their experiences as graduate
teaching assistants.
The participants made many references to the faculty member who was
the Director of Graduate Students, so I invited him to provide his input through a
single interview and he agreed to add his perspective to the study. This
interview took place toward the end of the semester.

Classroom Observations
Observations of the participants' classrooms allowed me, as a qualitative
researcher, to gather contextual data by immersing myself in the complex setting
of the classroom. Evertson and Green (1986) made the distinction between
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formal and informal observation. Informal and formal observations are a part of
daily life but in qualitative research the observation must be "deliberate and
systematic” and "it must be a conscious process that can be explicated so that
others may assess its adequacy and understand the process.” The formal
observation employed in this study was guided by the purpose of the research,
what was observed, and my "goals, biases, frame of reference, and abilities” as
a researcher (p.164).
My goal in classroom observations was to learn from the participants by
focusing on the setting with a flexible and non-judgmental attitude. Glesne and
Peshkin (1992) suggested that the researcher should try to make "the strange
familiar and the familiar strange” (p.42) in order to keep a fresh and openminded perspective during data collection. I did this by asking myself questions
about what I was seeing and hearing and not making assumptions or hasty
conclusions about the observational data. Since I was familiar with the visual
arts classroom, it was important to increase my perception of each classroom by
purposefully attending to all aspects of the individual setting. It was necessary
to use a wide lens to capture the physicality of the space, as well as the
movements, gestures, speech, and interactions of the participants and their
students. In this study, qualitative observation began "in the most
comprehensive fashion possible. Later in the research process one moves in
successive stages to more restricted observational focus” (Erickson, 1986,
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p.143). in other words, after noting the overall setting, it was possible to narrow
my focus in order to permit greater depth of understanding.

Field Notes
Writing field notes was of necessity a selective process. Delamont (1992)
reminds us that "Looking at and recording everything is, of course, impossible"
(p. 114). As I sat unobtrusively in the participants' classrooms and jotted down
notes on a small pad, i initially felt overwhelmed by how much there was to
record about the physical aspects of the setting, the actions of those in the room,
and the various interactions which occurred. Gradually, my focus became more
refined and I realized that I could trust my notetaking and rr.y ability to recall
important details from memory. Delamont suggested that the researcher should
develop her own style when crafting descriptive field notes, "Knowing what to
record comes from experimenting with one's memory. Enough should be written
to enable the events to be recalled later. . ." (p. 119). I found that my descriptive
notes were helpful reminders of the observational experiences and needed to be
written out fully within a day of the observation.
It was also important for the field notes to be specific and detailed without
being judgmental. This specificity enabled me to begin to understand what I was
seeing. As Glesne and Peshkin (1992) suggested, the process of observation
and description led me "to invariably look for patterns in what at first you might
perceive as chaos and disorder" (p.47). Such rich descriptions led to an
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appreciation of the complexity of the participants' micro and macro contexts and
provided valuable information for the qualitative analysis.
In addition to my descriptive field notes, I also created analytic field notes.
My analytic field notes were reflective reactions and responses to the classroom
observations and my descriptive field notes. They took the form of comments or
questions which I would add to my descriptive field notes during the
observations and while I was rewriting my notes to full text. Analytic field notes
provided a means to add my voice to the data without interfering with the
process of observation; they were used to "write down feelings, work out
problems, jot down ideas and impressions, clarify earlier interpretations,
speculate about what is going on . . . " (Glesne and Peshkin, 1992, p.49). My
descriptive and analytic field notes reflected my style, interests, and unique
perspective. As Bateson (1984) observed,
You record carefully what your attention has allowed you to
see, knowing that you will not see everything and that others will
see differently, but recording whatever you can so it will be part of
the cumulative picture (Bateson, p.164. in Glesne and Peshkin,
1992, p. 50).
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Data Analysis
Introduction to Qualitative Data Analysis
Qualitative analysis of the data that were collected through interviews,
observations, and field notes involved several processes. Initially, a great
amount of time was spent carefully reading, and rereading the accumulated
data. Then began the process of labeling the data with codes that accurately
represented the unique aspects of each data segment. Once all of the data had
been coded, the coded segments were printed out using the computer program
Ethnograph 4.0. Manipulating the printed code segments by hand, I grouped
and regrouped them into categories. It was crucial to let the data guide me
during this formative process so that the analysis was grounded in the content of
the data. As I worked with the coded segments by clustering them in various
ways, it became clear to me that the categories that were evolving needed to
reflect both the integrity and interrelatedness of the data. Handling the printed
code segments and placing them in one category, then into another, brought the
analysis into a spatial domain. I became aware that the clusters of codes fit
most logically into categories which they themselves inspired. It seemed as
though the study had suddenly taken concrete form as the words and
experiences of the participants became transformed into uneven stacks of
computer paper.
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Data Analysis of Interviews. Observations and Field Notes
The computer software program entitled Ethnograph 4.0 facilitated the
process of data analysis. Transcriptions of the interviews were inputted into the
computer from a diskette and a printout was generated. As I reviewed the
computer printout of the interviews, I labeled segments of the data using hand
written codes which described their content. I completed the coding process by
using Ethnograph to key the codes into the computer for all of the interviews.
There were twenty interviews in all: three interviews for each of the six
participants, an additional interview requested by one participant, and an
interview of the faculty Director of Graduate Students.
The initial coding process produced 27 codes for the interviews which
were collapsed into 9 categories: 1) Profiles of the GTAs; 2) G7A Meetings;
3) Mentor Assignments; 4) Faculty Interaction with GTAs; 5) GTA Class size;
6) Student Attendance; 7) GTAs' Description of their Students; 8) Attitudes of
Students; 9) Problems in the GTA Classroom. The categories were then
clustered into four groups: Profiles of the Participants, Participants’ Experiences
within the Department, Participants’ Interactions with their Students, and
Participants Difficulties in their Classrooms.
After the observations and field notes had been expanded into full written
form, they were coded by hand and put into the computer using Ethnograph as
previously described. Next. I clustered the printed code segments into
categories which related to the categories used in the participant interviews.
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There were 13 codes and two categories for the observational data:
Verbai/Visual Exchange and Classroom Environment.
The data from the interviews and observations were analyzed separately,
so that each could be more fully appreciated. It became apparent that the
observation category, Classroom Environment, contained data which greatly
enhanced my understanding of the data in the interview category with the same
title. And, data contained in the VerbalA/isual Exchange category increased rny
ability to recognize the importance of communication that was embedded in the
GTA interviews. Data from the field notes and the interview with the Director of
Graduate Students also provided triangulation of the data through the addition
of different perspectives.

Qualitative Research
Qualitative research is based on what Glesne and Peshkin (1992)
referred to as an "interpretivist paradigm” which seeks understanding of how
“various participants in a social setting construct the world around them” (p. 5-6).
This study focused on the varied perspectives of six graduate teaching
assistants in the visual arts department of a research university. They were
learning about teaching in a higher education setting as well as completing their
requirements for the Master of Fine Arts degree. Through qualitative inquiry, it
was possible to perceive their reality as a social construct with complex and
interwoven variables which were best described rather than quantified.
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The Qualitative Researcher
Rather than using quantitative methods to develop experimental models
or measurement instruments, the qualitative researcher acts as the instrument to
gather and interpret data through involvement with the participants. I had
personal interaction with the participants through observations of their
classrooms and individual interviews conducted over the course of a four-month
semester. As a researcher, it was necessary to set aside my own experiences
as teacher and student in order to sharpen my focus during data collection.
Researchers approach inquiry with their own perceptions, "biases, and
preconceived notions about how people behave and what they think”
(Fetterman, 1989, p. 11). According to Erickson (1986), the researcher does not
arrive in the field "with a tabula rosa mind, carrying only a toothbrush and
hunting knife. One can argue that there are no pure inductions.” The individual
perspective of the researcher helps "focus and limit the research effort” or ” it
may interfere with the research process" (p. 40). I brought to my research a
familiarity with the world of the visual arts as professional artist and an educator.
This afforded me greater ease of entry into the setting and provided a basic
understanding of the micro and macro contexts of the participants. However,
this familiarity was also a bias to overcome. The integrity of the study depended
on my ability to separate experiences, perceptions, and understandings of the
participants from my own.
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The decision to use qualitative .. ethods also rested on my personal and
professional interest in exploring stories which portrayed interconnectedness of
diverse experiences. Glesne and Peshkin (1992) supported this basis for choice
when they stated that "people tend to adhere to the methodology that is most
consonant with their socialized world view” (p.9). I felt an affinity for qualitative
inquiry as both an educator and an artist. As the following quote by Schwandt
(1989) implied, the researcher’s own values and world view inform the inquiry
process:
We conduct inquiry via a particular paradigm because it embodies
assumptions about the world that we believe and values we hold,
and because we hold those assumptions and values we conduct
inquiry according to the precepts of that paradigm, (p. 379-407)
The qualitative world view is formulated on the recognition that human
beings have the "capacity to make and share meaning” and that "humans living
together must be studied in terms of the sense they make of one another in their
social arrangements” (Erickson, 19863, p. 123). The embodiment of this
meaning-making is the story. The stories which are part of this study were
encoded with meaning by the participants, elicited during our interviews, and
decoded through the qualitative interpretive process of analysis. Seidman
(1991) explains that "simply put, stories are a way of knowing” and that the
"process of selecting constitutive details of experience, reflecting on them, giving
them order, and thereby making sense of them . . . makes telling stories a
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meaning-making experience” (p. 1). The participants in this study discovered
that sharing their stories during our interviews provided them an opportunity to
reflect on and make sense of their experiences as graduate teaching assistants.

Contextual Interpretation
Using qualitative methods to collect and interpret intersecting human
stories makes sense because the "subjects of inquiry . . . can talk and think.
Unlike a star, or a chemical or a lever” (Seidman, 1991, p. 2). The ability to
communicate using language gives the researcher access not only to the
particulars of an individual's story but to the subjective meaning it embodied.
The stories of the six participants in this study were interpreted and their
meaning enhanced through the recognition of their contextual setting. As
Seidman (1991) explained, "To observe a teacher. . . provides access to their
behavior. Interviewing allows us to put behavior in context and provides access
to understanding their actions” (p. 4). This study included individual interviews,
classroom observations, and field notes to access multiple views of the
participants’ experiences.
Evertson and Green (1986) discuss the importance of defining various
contexts when conducting research. The local setting being studied exists within
ever widening contexts. In this study the visual arts courses were embedded in
the Visual Arts Department which was part of the College of Fine Arts and
Communication, and the college was one of many at Midwest University.
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Describing the impact of these interrelated contexts led to greater understanding
of the participants' experiences as GTAs. Evertson and Green referred to such
interrelated areas as "micro and macro levels of context” (p.167). The
participants in this study shared stories about the micro world of their individual
classrooms and the macro world of the Visual Arts Department at Midwest
University.

Representational Truth
Since it is the nature of qualitative inquiry to observe and interpret
information, all data gathered were representative of a subjective rather than an
objective truth. It was my goal as a researcher to describe and search for
meaning, in other words, to represent the subjective reality of the participants as
clearly as possible. Evertson and Green (1986) noted that "[objective] truth can
never be known” but with diligent data collection the researcher may hope to
present a description which is "as accurate as possible given the
representational process being used” (p. 165-66). It was also important to seek
out disconfirming evidence so that the data were examined from various
perspectives. As Erickson (1986) cautioned, without the forthright consideration
of all evidence, the researcher "weakens the plausibility” of the study by not
seeking or disclosing "disconfirming evidence and leaves the researcher liable
to charges of seeking only evidence that would support favorite interpretations”
(p. 140). In an effort to explore some of the issues raised by the participants, I
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asked each of them about concerns raised by their fellow participants during the
interviews. I also conducted an interview with the faculty Director of Graduate
Students to elicit his perspective. Information gathered during the individual
interviews and classroom observations provided disconfirming evidence and
triangulation of the data.

Validity of the Research
While the aspect of validity has historically been positivistic and
quantitatively based, qualitative researchers may also address the issue of
validity in their interpretive findings. Using the three-interview format contributed
to the validity of this study by placing the "participant's comments in context. . .
interviewing a number of participants" to discover how the participants
"understand and make meaning of their experience" (Seidman, 1991, p. 17).
Erickson (1986) sought validity through an understanding of the larger context of
the setting and by placing the participant's experiences within a set of patterns
which created key linkages of meaning. These linkages were accomplished "by
reporting . . . linked instances in the form of vignettes and by showing in
summary fashion the overall distribution of instances in the data corpus" (p.
151). In this study, the stories of the participants were formulated through
interviews, observations, and field notes which were analyzed interpretively.
This interpretive analysis made it possible to recognize linkages between the
participants’ stories.
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Maxwell (1992) described five categories of validity which define "the
kinds of understanding at which qualitative research aims" in contrast to the
"validity in terms of procedures" used in "instrumentalist or positivistic" research
(p. 281). These five categories were: descriptive validity, interpretive validity,
theoretical validity, generalizability, and evaluative validity. In this study,
descriptive validity applied to the "factual accuracy" of the participants' accounts
which reflected varied, subjective, and sometimes contradictory perspectives.
Interpretive validity referred to the subjective meaning that the participants
assigned to given events and were "grounded in the language of the people
studied and rely as much as possible on their own words and concepts."
Theoretical validity derived from the "theore tical constructions that the
researcher brings to, or develops during, the study." Evaluative validity
"involves the application of an evaluative framework to the objects of study" but
was not central to the essence of qualitative inquiry and "many researchers
make no claim to evaluate the things they study" (p. 281-295). Rather than base
validity on statistical generalizability, this study built research integrity on a
foundation of realism and understanding.

Summary of Methodology
Qualitative methods were used in this study for the collection and analysis
of data which were gathered through individual interviews, classroom
observations, and field notes. As a researcher, I brought a strong interest and
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curiosity to the topic of study and a commitment to follow the qualitative process,
wherever it led. As a result of data collection and analysis, three themes
emerged from the GTAs’ experiences. The sequence of three interviews for
each participant allowed time for their subjective stories to unfold and for the
participants to reflect on their experiences as graduate teaching assistants.
Observations of the participants teaching in their own classrooms and detailed
field notes permitted triangulation of the data collected during the interviews.
Data analysis was a time of excitement and ambiguity The emergence of
clarity and understanding from the grey mists of confusion, fear, and doubt,
reminded me of an experience described by the Canadian artist and writer, Emily
Carr. As an older woman, Carr recalled her experiences as a young school
teacher. She lived with and taught children of Pacific Northwest Indian tribes. In
the following passage she described a frightening night spent in a lonely Indian
house which was uninhabited and isolated from the other villagers:
They led me to the farthest house in the village. It was cut off from
the school house by space filled with desperate loneliness . . . .
The night was long and black. As dawn came I watched things
slowly poke out of the black. Each thing was a surprise. (1965, p.
48)
And so it went with this qualitative study, analyzing the data was a
singular activity filled with lonely and uncertain spaces. Yet, with time, continued
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effort, and patience, the darkness of uncertainty receded and surprising
discoveries unfolded with the light of understanding.
In Chapter IV, findings and themes that emerged from this study are
explored. Aspects of qualitative research which will provide the reader with a
deeper understanding of this study are also discussed in this chapter.

CHAPTER IV.
PRESENTATION OF FINDINGS
Introduction to the Findings of the Study
In this study, data were collected through individual interviews of six
graduate teaching assistants (GTAs), observations of their undergraduate
classrooms, and field notes. The interviews, observations, and field notes
provided insights into how the participants perceived and understood their
experiences as graduate teaching assistants. The participants’ individual voices
found expression and interwove with one another to create a rich choral tapestry
of interrelated experiences.
In order to appreciate this vocal tapestry, we look first at profiles of the
GTAs which offer an introduction to the individual similarities and differences of
the six participants. Also included is a profile of Professor Smith who was the
Director of Graduate Students. The profiles are followed by the analysis of data
and an exploration of the themes which emerged during the analysis. A
summary at the end of this chapter provides a holistic perspective from which to
honor and draw meaning from the interconnected experiences of the
participants.
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Profiles of the Participants
A!i of the six participants in this study were graduate teaching assistants
(GTAs) in the Visual Arts Department within the College of Fine Arts and
Communication at a large research university referred to as Midwest University
in this dissertation. Three of the participants were male: Henry, Ben, and Jon,
and three were female: Anne, Carolyn, and Diane. Their ages ranged from mid
twenties to mid-forties, one participant was an international student, one grew up
in the upper Midwest area, and the other five participants moved to the area
from different parts of the United States.
All of the participants, except Carolyn, expressed the desire to teach art
at the college level as a career. While the GTAs were given the sole
responsibility of teaching their studio art classes, they each brought to their
classrooms their own experiences, expectations, and understandings of what the
role of university teacher encompassed. The profiles which follow provide an
appreciation of the diverse backgrounds of the participants and enrich our
understanding of their individual perspectives.

Anne
Anne grew up on the eastern gulf coast of Texas as the eldest child with
two brothers and one sister. Her parents had celebrated their 50th wedding
anniversary before her father’s recent death The family lived in the same home
while Anne grew up and completed high school: she described them as "a
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typical and normal American family." She expressed regret that her adult life
had not mirrored the stability which she had enjoyed during her youth. Anne
reflected on the diTerences:
Theoretically, I should’ve turned oui, you know, all in order ana
doing the conventional things, at least as far as family goes. That
had been my hope, but that’s not been the case with my life as [it
has] played out. I’m sure that’s in part because of the times.
Anne came to the; area to visit a male friend, “not intending to stay”, but
their marriage and a child altered her plans. The marriage ended and they went
“their separate ways but our son [now a teenager] ties us together and for legal
reasons we live here.” Deciding to earn a Master of Fine Arts degree was part of
her plan to leave the area with better credentials for getting a good teaching
position, however, “I don’t know if that’s [going toj help me get out or settle in”
someplace else.
Afte; high school Anne had supported herself as a free-lance
photographer but when she began her undergraduate work at age 37, she chose
painting as her major even though she enjoyed photography, printmaking, and
sculpture. She explained her decision:
When I began college, I had already decided that the reason I was
going was to teach, because I do like to teach. I didn’t want to take
on the responsibilities of taking care of [a printmaking] shop and
the lools and all that responsibility.
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She found the experience as an undergraduate art major in another university
different from her experience as a graduate student. The undergraduate
university had campus wide seminars in which they ‘ brought people from outside
or people that were trained from outside that would do the discussion groups.”
Their advising system was more personal and required all of the art students to
get slips for the classes they wanted and “bring them to their advisor.” There
were weekly meetings with the painting majors which included “critiquing [each
others’ artwork] and discussing readings about artists and by artists on trends
and issues, historical effects." Anne missed these activities with her peers which
were led by faculty members, “! wish we did something comparable here.” She
saw these university activities as “probably instrumental in keeping, maintaining
communications at the community, in the departmental, and even international
level.”
Before receiving her GTA position, Anne taught art in a local elementary
school SiS part of a program that integrated art, music, and physical education by
having me students create and perform an opera. While Anne enjoyed the
experience, she realized that she would prefer to teach art at the college level.
At Midwest University she had taught foundation drawing courses for two years.
During the semester of this study she was teaching a figure drawing course to
mostly art majors and minors.
Anne smiled often during our interviews, her manner with me was similar
to her teaching style which was somewhat challenging and very talkative. There
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was a sense of energy around Anne; she seemed to be perched in her chair,
ready to bound up at any moment. She listened intently to my questions and
always shared her story easily. Despite her attitude of efficient brusqueness,
Anne did not carry a calender so she never i.new what her commitments were
and whenever she wanted to find a particular paper to show me, it involved
removing and sorting through everything in her large cloth bag. There was an
edge to Anne’s interactions with me. Over the course of the semester, I
observed the variety of ways that defensive aspect of her personality impacted
her interactions with members of the department and her own students.

Carolyn
Carolyn grew up in eastern Tennessee and found her new place of
residence to be quite different from what she anticipated. She described her
move to the upper Midwest as
a big culture shock coming here where it’s flat; straight roads and
no mountains to block the wind, no trees, I miss lots of trees.
People are different, too. There’s a lot of Scandinavian people
here. I don’t see a lot of that where I’m from. ! was expecting it to
be kind of the same, but colder. It’s not!
Carolyn's younger brother and her parents lived in Tennessee and her
parents were conflicted over her choice of art as a college major. Her father was
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“an out of work artist” who was also a weight lifter and her mother was a real
estate appraiser. As Carolyn explained,
! kind of got it from both ends. Dad thought it was great I was
going into art, Mom thought I was insane cause I wasn’t ever going
to make any money. But it was because of Dad she couldn’t really
discourage me.
Carolyn attended high school in a college campus lab school which was
used for training the college student teachers. It was “very, very small;” all of the
grades kindergarten through twelfth grades were in the building, and had
“wonderfully bad teachers.” She took ar classes for two years but felt she did
not learn anything. She did not intend to get a college degree but began classes
at East Tennessee State University majoring in sculpture. She liked her first
semester so she decided to stay and complete her undergraduate degree.
There were four sculpture majors at the university and when they were within a
year of graduating, one of the art professors began having critiques and
meetings with them outside of their regular classes. At their meetings, they
discussed one another’s’ artwork and the professor’s work. They also learned
how to make slides of their sculpture pieces.
Carolyn did not work outside of school while she completed her
undergraduate degree. To save money, she was living in one of the campus
dorms. When I asked her how that was working out, she responded
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Oh, it sucks. But I just sleep there, so I’m here all day, everyday. I
don’t guess it’s too big of a deal. The biggest problem is I had to
leave my dog and cat at home in Tennessee. I hated that.
Carolyn could avoid people at the dorms by reducing the time she spent there,
but she still had to deal with her fellow students when she was in the visual arts
department. She found ♦hat her final retreat was her office in the ceramics area,
“and if people are getting on my nerves I shut the door to the office and ignore
'em for awhile."
Although she was teaching a beginning drawing course at Midwest
University, Carolyn had decided not to teach for a career. She had two
examples of people who had tried and failed to maintain their own art making
while teaching. Her undergraduate sculpture teacher “was great but he didn’t do
much of anything of his own work anymore” and her father’s cousin had “a print
in Buckingham Palace or something and he was teaching printmaking . . . but he
don’t do much of his own stuff anymore.” She wanted to work in a foundry which
was not connected with a school so she would have access to the foundry for
casting her own bronze sculpture pieces and do “the grunt work on the bronzes
and the waxes” for other artists. This plan appealed to her since she “wouldn't
have to deal with their artistic processes” as she would do if she taught. Instead
she could “just [do] the technical stuff.” In this way she felt she would be able to
“concentrate on my own stuff.”
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It was difficult for Carolyn to be around people; she seemed to prefer to
be alone. Her responses to my questions were minimal and often I had to ask
many follow up questions to draw her out. She sat unsmiling throughout our
time together and I often had the nagging sense that she was upset for some
reason. She expressed no pleasure in her teaching and the less demands it
made on her time, the better. Her unsmiling, ungiving presence had a
dampening effect on her students.

Diane
Diane, the eldest of three girls, grew up in Milwaukee and attended
private Catholic schools from first grade through high school. Her father had his
own business and the family would vacation at their summer home on a lake.
She had four years of art courses in high school and continued taking art
classes at a private Catholic college near her home. In college she chose to
take upper division art courses since the foundation courses were “boring" and
repetitious. She opted not to take required courses and “hoped tha' they
wouldn’t catch it on the transcripts . . . so I wouldn’t have to go back and take
those foundation courses. And they didn’t.”
After she was married, she and her husband settled in the upper Midwest.
Diane earned her teacher certification in secondary education at a local college
by being very selective in the courses she took. However, her choices left her
without certain basic courses as she explains:
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A lot of things that people normally have as college grads, I didn’t
have. I had no college level science, no college level social
studies. I didn’t have basic psychology. I have had, you know,
adolescent psych, and child psychology.
She decided to earn a Master of Art (MA), rather than spend the extra time
working for the Master of Fine Arts (MFA), even though the MFA was the
terminal degree for a studio artist. Diane hoped to teach college level art at a
local cohere in the town where she and her husband lived, and had looked at
the artwork displayed at the school. She described what she saw and how it
impacted her decision, “It was bad work and so I thought I don’t need an MFA, I
can get this job with an MA.” After completing her MA she taught part time but
when a full time position became available, she found that she could net be
hired because she did not have the MFA. This situation repeated itself several
times over the years and motivated Diane to pursue her MFA degree. In the
interim, Diane and her husband were divorced and she assumed total
responsibility for raising their daughter.
For about a year, Diane participated in an Artist in Residence program
and toured the state, teaching art in elementary and secondary schools for a
week or two at each site. During that year she took very few credits and "didn't
do too much” toward her degree. However, the federal funds were cut for the
Artist in Residence program, so she returned full time to her graduate teaching
position and the completion of her degree.
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When I asked Diane how she was balancing the demands of school with
her personal life, she responded,
Not too well, I’d say. It’s very hard to have a personal life when
you’re a grad student. And I wonder about that. I was with my
[twenty year old] daughter this morning and I had to say, 'I can’t
stay here any longer, I have to go to work.’ And even with dating
I’ve done, it’s also a problem, I don’t have as much time as the
people I’ve gone out with and they don’t understand I just do what
I can.
Sometimes the personal difficulties became more serious than managing
conflicting time schedules. Diane tried to help her daughter deal with her dad’s
rejection, v/hich she had been experiencing since the divorce. Her daughter had
also been engaged in a lengthy healing process which followed a devastating
car crash.
Rising to many challenges, Diane pursued her MFA degree even though
Professor Smith had explained to her that “there are no teaching jobs available.”
Diane’s choice to pursue the degree which would prepare her for a teaching
position which may or may not exist, was similar to other participants in this
study. She explained her approach,
Our culture worships work and all the time I know there is no
golden job at the end of this degree, I mean, I have no delusions
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about that whatsoever. I just do it because I like it. Although it
wouldn’t hurt if there was [a position available],
Diane had chosen to take short cuts many times in her life, but I sensed that she
was committed to her work and sincerely enjoyed teaching. She taught a
printmaking course for art majors and minors during the semester of this study.
Our conversations were always wide ranging and she shared her stories
and her time generously. She voiced concern that she was not telling me
enough, then she worried that she had strayed too far from my question by
telling me things which were not important. She smiled and laughed throughout
our time together and often expressed her delight in talking about her GTA
experiences. Despite her full life, she gave me a sense that she very much
enjoyed spending time talking with me about teaching.

Henry
Henry grew up in the upper Midwest and moved to Denver after
graduating from high school. He was able to take art classes in junior high but
not in high school since they were not offered. The youngest of five children, he
felt his parents were very supportive of anything he wished to do. His was not a
“well to do family” and Henry recalled that college was not envisioned for the
children, "it was never even considered, I mean . . . we were going to be ditch
diggers the rest of our lives.” Sometimes a two-year trade school was discussed
for improving their skills, but not college.
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Most of Henry’s jobs after high school involved problem solving and
manipulating objects in three-dimensional space, such as working in automobile
body shops and in upholstery shops. Henry described those experiences:
We use our hands to either take something that needs to be
changed or manipulated back into a natural form or, in some
instances like with the upholstery work, give us an opportunity to
be creative and change it completely.
Henry saw connections between his previous work experience and his interest in
sculpture, “Now I am pulling some of those [skills] back into my own world.”
Henry and his wife returned to the upper Midwest to raise their family,
eventually moving to Midwest University so that his wife could continue her
education. Henry worked at Burger King and did janitorial and part time police
work at the university. His fellow workers encouraged him to start taking classes
at the university so they could hire him for more hours. Henry was interested but
worried that his small town education, his limited artistic training before college,
and hi? family background would make it difficult to succeed in academia. He
questioned himself, “Do I have what it takes to jump into something like that, you
know, being as how I don’t have any background in [art]. But I’m glad at this
point that I did.”
Henry and his wife had two teenage boys and they recently acquired a
dog who “figures he owns the house now.” He described his family as very
supportive; the boys had seen both parents in school for many years, so they
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“think this is just the way of life.” And since Henry was earning a Master of Fine
Arts (MFA), “the kids always use my odd behavior as the fact that I'm in art.”
Henry was an active parent who was sensitive to his sons' different personalities
and interests. As he explained,
One of the biggest problems I have with the family is dealing with
my youngest one [who] wants to know everything I can tell him,
and my oldest one [who] wants me to leave him alone.
Additionally, the youngest had an interest in art which Henry said, “is scary.”
Henry understood that “teaching jobs aren’t that wide open,” but he had
thought about alternative uses for his artistic skills. He planned to continue to
create work in his studio and hoped to start “my own business type thing that
would be art related.” He was not as concerned about preparing for a
professional career as he was focused on completing his degree. Henry taught
a beginning drawing class during the semester of this study.
I respected Henry’s ability to take on large sculpture projects and bring
them to completion in a timely manner. He seemed to be bringing the sameindustry and determination to his teaching experience. Henry appeared to be a
bit nervous when we began our interviews but that subsided as he shared his
stories. His speech was full of colloquial phrases but they could not disguise his
sincere desire to do a good job teaching. He was someone who welded and
pounded large sheets of metal into graceful, spiraling shapes and who was also
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trying to learn how to teach his small class of three women how to draw; his
roughened exterior belied his sensitivity.

Ben
Ben was an international student. He arid his wife had moved from New
Zealand so that Ben could earn his Master of Fine Arts (MFA) at Midwest
University, and they lived in campus family housing. Ben worked at the
university dining service four hours a day as well as maintaining his GTA
responsibilities, but his wife was restricted to babysitting jobs since her visa
limited her work options.
Ben grew up in a suburban area of Auckland in New Zealand with his two
sisters. His parents never married and when they separated, his father took
Ben’s younger brother with him. Ben did not see his brother and father again
until he was twelve years old. His mother was his “number one supporter.” Ben
recalled an incident from his childhood which illustrated her patience with his
artistic interests:
! would be drawing, say like three, four o’clock in the morning and I
would go to Mum. ‘Mum, Mum, Mum, come here, have a look at
this. What do you think of it?’ She’d say, 'What? What’s the time?’
i’d say, ‘Come here and look.’ And she’d come ano ^e’ll just talk
and talk and talk . . . . And she’d go bacis to sleep and I’d just carry
on right through the morning. She was always there.
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However, Ben’s father was not impressed with his career choice because it was
his belief, which Ben attributed to his Samoan heritage, that art was “not going to
put bread or meat on the table.” Ben's parents, like Carolyn's, were divided
about his choice of career direction.
His father was a high government official who felt that Ben should learn
what the traditional Samoan culture was all about, so he invited Ben to visit him
for a month when he was 23 years old Ben learned to wield a machete and
work on the plantation. He also discovered that his father had “three wives and
twelve kids.” Even though his father was not around while he was growing up,
Ben maintained a positive attitude saying, “he’s got enough on his plate to worry
about, it worked out really good.” And despite his father’s objections, Ben made
the decision to keep his mother’s last name as his own, rather than use his
father’s last name. As Ben explained,
I’m his first son His first son and he wanted me to change my
name and I say, ‘No, I think Mum earned the right to have this
name and he’d never been around.’ So that’s the way it goes.
After high school, Ben won a one-year scholarship at Whitecliff School of
Art and Design but couldn’t afford the tuition after the first year, so he dropped
out and “just played tennis every day. I was practically a bum.” The idea of
completing an art degree was “just a dream” and he could not envision how to
make the dream a reality. After seven years of working in a wide variety of “odd
jobs, landscaping, a waiter, a bar man, a janitor, a dishwasher,” Ben returned to
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WhitecSiff and completed his undergraduate degree. He found the faculty
extremely supportive, and attributes part of his success to their support. He
described the various ways the faculty supported his efforts:
The faculty there, they were giving me pointers on how it should be
done as in presentations and speeches. They helped me a lot and
at the same time the school itself was like a small family and that
was the basis of the school, that everybody knew everyone and
they would pull that person through, whether it being the way they
worked, the technique, their manners.
He also recognized the importance of his own commitment and motivation," for
myself, there was a challenge and if you don’t take that challenge, you might as
well be in the back.” He was “matured and with life experiences” which
enhanced “my drawing ability and painting ability that came naturally." He also
had to write a 20,000 word thesis as part of his graduation requirements but “I
still don’t understand it, it’s still all in gibberish.”
In response to my questions about how he coped with his very
complicated life of working in the university dining services, graduate teaching,
finishing the requirements for his MFA, and his personal life, Ben responded,
I’m trying not to think about it. It’s pretty stressful. I hate doing
something that I don’t like, but you have to provide for ourselves.
One thing I like in working is having fun. You don’t have fun,
you’re not happy. And pushing a mop or a broom, that’s not fun
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because your mind tends to wander when you feel that your heart’s
not really there. Art was the challenge and I enjoyed it. That was
fun.
Ben wanted to think that the stressful situation he was in "will soon be
over” and that “things will turn out good in the end.” He was teaching an
intermediate drawing class to art majors and non-art majors during this study.
Ben was looking forward to completing his MFA degree and returning to New
Zealand with his wife. A full-time teaching job had been promised him by the art
school he had attended as an undergraduate student. Perhaps because he had
experienced so many non-art jobs, even while a GTA, Ben was working very
hard to make his art dream a reality, “I don’t want to push no more brooms or
mops.”
Sometimes I saw Ben on his bicycle, with a tennis racket strapped to his
backpack, peddlino ecross campus to get in a quick game of tennis. This always
made me smile since I knew how much he enjoyed the game. The easy relaxed
style he exhibited in his classroom was still with him during our interviews. I
appreciated his candor about his extended family who lived on the other side of
the globe. After he and his wife had been at Midwest University for about a year,
she had to return to New Zealand to attend an ailing family member and renew
her visa. The months Ben spent awaiting his wife’s return were sad and difficult
for him, but his peaceful attitude prevailed. While he described his approach as
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easy going, I recognized a man with the tenacity needed to realize his artistic
dream.

Jon
Like his fellow GTA Carolyn, Jon grew up in Tennessee. His family lived
in a suburb of Memphis and he was labeled learning disabled (LD) in elementary
school where he attended special LD classes. Jon remembered that “I was
drawing before I wrote” and his artistic skills “became my rescue” since he
learned to use them to get attention in school and at home. His great
grandmother, a teacher and a writer, was “a very important influence” until tier
death when Jon was 18 years old. Unlike Carolyn, his father, step-father, and
two uncles provided positive role models of successful artists, writers, and
educators.
When Jon was in high school he wrote poetry and short stories, and took
art classes in which he was “completely on [his] own.” He received a two-year
scholarship to the Memphis College of Arts in Memphis which he described as,
a really strange environment. It's kind of a sixties and seventies
attitude about art which was 'express yourself and I wasn't getting
a solid foundation of basic drawing skills that I needed to
understand. And so, everything was kind of unfocused and it just
didn’t work.
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The teachers at the art school expected the students to know basic techniques
and aspects of artmaking but the students, including Jon did not have that kind
of foundaiional knowledge. Jon became very frustrated, “I felt like I was just
spinning my wheels and wasn’t really getting anywhere.” He transferred to
Memphis State University at the end of the two year scholarship but dropped out
after only a semester.
Jon decided to work on his own to learn the basic skills he lacked and
had what he called “my first real creative surge.” Working in a bookstore to
support himself and surround himself with the writing and books he loved, he
wrote a story and illustrated it with paintings. He kept a regular journal of
writings and drawings which he still continued. After making the decision that he
would like to teach, he enrolled at the University of Tennessee at Chattanooga
and discovered a very different program from his earlier college experiences.
Jon explained,
Everything seemed to operate more in a traditional manner, I mean
every class you had to write, even like painting classes, we had to
write. And so there, everything kind of fed into the other course
and it was really hard but it was also very challenging. I went from
an average student to a straight A student at Chattanooga.
After completing his undergraduate degree, Jon and his wife decided to
move to the upper Midwest so they cculd both attend Midwest University and
earn their graduate degrees. They had been able to spend some time traveling
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around and looking at the area. Jon took many photographs and found the
experience of driving through the wide open plains, "really overwhelming. All
that land, you suadenly feel like you're in this little boat out in the middle of the
ocean and it’s very humbiing.” His upbringing in cities and suburbs had
provided “good bookstores” and “music" which he missed, but his attitude was
positive, "you make what you want out of where you are.”
Jon seemed to enjoy our interviews and would happily respond to my
questions at great length; he saw subtleties and connections in every topic. Jon
talked so readily that it was easy to go off on tangents and I worked hard to keep
us focused, while allowing him the freedom to explore his thoughts. While Jon
was fascinated by details, he was also able to fit the “puzzle pieces” together
and see his students, his teaching, and his artmaking in a larger social context.
I sensed that the learning difficulties Jon had experienced as a youngster
gave him an appreciation of the diverse learning styles which he encountered in
his own students. He seemed able to empathize with the students who
struggled. He wanted all of his students to receive a good foundation of art
training and to be challenged by the coursework. Jon taught a drawing class to
mostly non-art majors during the semester of this study.

Professor Smith
Professor Smith was the Director of Graduate Students. Because of his
position and the important references made about him by the participants, I
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asked him for an interview. We sat in my office, just as I had with the GTA
participants and I began by asking him about his position at the university.
As Director of Graduate Students, Professor Smith dealt “primarily with
the basic administration of the graduate program” in such areas as: “admission
applications, assignments of the GTA positions, scholarship applications and
tuition waivers." He explained that he also served “as advisor for the majority of
the graduate students.” He was a full professor who had been at the university
for 31 years. Before becoming Director of Graduate Students, Professor Smith
had been Chair of the Visual Arts Department while Professor Jones was the
Director of Graduate Students. Ten years ago they had switched positions.
When reflecting on the GTAs in the Visual Arts Department, Professor
Smith explained that hie
first interest in [■=> -aer '•'fe teaching assistant] is as an artist. I’m
much more fascinated with that tenure and those images that will
come about over the course of those two or three years because in
so many cases they really have made dramatic changes.
He mentioned that the search for teaching positions in higher education was
highly competitive so he liked to provide the students with a “reality check every
now and then." And “the majority of those who still wish to teach” needed to be
“incredibly active in pursuing and in demonstrating a real persistence” in their
search for a teau, ling position.
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Professor Smith had explained to the students that “there's going to be
one vacancy for approximately every forty students,” although for certain areas,
such as photography, there are more positions available. When the statistics
were published, Professor Smith ran copies “and let students have access to
them.” He felt that the GTAs were aware of the challenges but that they would
not change their major to improve their job prospects. He described their state
of mind, "Whatever compulsions caused them to decide they’re going to do this,
[they] don’t seem to be swayed dramatically by the realities of the outside world."
Because of this tenacity on the part of the graduate students, Professor Smith
felt an “ethical” commitment to talk with them about the challenging job market
“but at the same time, talking about it, it’s important but it’s also in many ways
irrelevant” since they will pursue their degrees regardless of what he tells them.

Summary of the Profiles
Each participant brought to their GTA position unique perceptions based
on their individual experiences, beliefs, and abilities. Their diverse perceptions
impacted the manner in which they were willing and able to communicate with
others in the department. Henry, Diane, and Ben seemed more aware of how
their perceptions and attitudes impacted communication within the department.
Carolyn, Anne, and Jon seemed less aware of the ways in which they were
helping or hindering communication with administrators, faculty, fellow GTAs,
and their undergraduate students.
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Emergent Themes
In this qualitative study, data were collected through individual interviews,
classroom observations, and field notes. Three themes emerged during the
process of data analysis. The following descriptions of the three themes provide
insights into the interconnectedness of the participants' experiences.
Theme one described the participants’ interactions with undergraduates
in the micro-context of their classrooms. The participants gained greater
understanding of their students as learners and made discoveries about
themselves as teachers through the varied interactions that took place within the
micro-context of their classrooms. Most of the participants reflected earnestly on
the success of their students in the course they were teaching, and they
searched for ways to improve communication with their students. However, a
few of the participants did not recognize connections between their own teaching
approach and the quantity and quality of interactions they had with their
students.
Theme two emerged from aspects of teaching which the participants
experienced as difficulties in the classroom. The participants were given full
responsibility for resolving difficulties which arose in their classrooms. Although
the participants sought guidance and support from the department, little was
provided. Therefore, the participants had to address core issues such as
absenteeism and non-compliant student behaviors, based on their own
judgement.
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Theme three concerned the participants’ experiences within the visual
arts department, which was their macro-context. The participants were expected
to know what and how to teach. However, the department did not have effective
structures for providing information, guidance, and support to help the GTAs
understand their r< es and responsibilities as teachers. The lack of
departmental support isolated the GTAs from one another and regular faculty
members. Thu

the opportunity for community building and professional growth

did not exist for the participants within the macro-context of the visual arts
department
The lollowing sections explore each of the three themes and present an
analysis of the supporting data.

Theme One: Participants’ Interactions with their Students
The participants made discoveries about themselves as teachers through
the varied interactions which took place in the micro-context of their classrooms.
Most of the participants reflected earnestly on the success of their students, and
they searched for ways to improve classroom communication Only one of the
participants did not recognize connections between her own teaching approach
and the quantity and quality of interactions that she had with her students.
Most of the interactions which took place between the participants and
their undergraduate students occurred within the micro-context of the graduate
teaching assistants’ (GTAs’) classrooms. Classroom interactions included
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comments made by the students to one another about their coursework, or
related topics, as well as conversations between the GTAs and their students
about various topics, including the students’ artwork. These interactions were
influenced by the number of students in the class; the diverse personal
experiences, art backgrounds, and age of the students; and, the various
attitudes which the students brought to the studio classrooms. It was through
their richly varied interactions that the participants gained insights into the
challenges and joys of teaching and learning.
The following sections present the analysis of data which suppoit theme
one, that is: the classroom setting, GTAs' description of their students, and
attitudes of undergraduate students. This is followed by a summary of theme
one.

The Classroom Setting
The micro-context of the participants’ own classrooms offered a forum in
which the GTAs interacted with their students. The participants discovered that
the quantity and quality of communication within the classroom was impacted by
many factors, the number of students attending the course, the diversity of the
students, and the attitudes each of them brought to the classroom setting.
These aspects brought rewards and challenges, influenced the way they taught,
and enabled the participants to learn about their s-tudents and about themselves
as teachers.
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For the newest GTAs, Carolyn and Henry, their small class size was a
relief since it meant "fewer assignments to grade." However, Henry perceived
some difficulties inherent in smaller classes. He discovered that it was easier for
him to become "more of a friend than a teacher" and he worried about keeping
professional boundaries between himself and his students. His other concern
was the loss of opportunities for students to "interact and learn from one
another." When two students dropped out of Henry’s class, which left three
students, it heightened his awareness of the special challenges he faced with a
small class.
The experienced GTAs found medium size classes (ten to fifteen
students) more exciting to teach than small ones (less than ten students) since
they were kept occupied with a larger number of students. They also liked to
see their students interacting with one another and recognized that more
students in a class offered greater opportunities for student exchanges. Jon
found that when several students dropped out of his class, it seemed to make
the remaining students "more serious." Despite his willingness to help all his
students learn, he admitted that the loss of those less successful students
appeared to be "beneficial" to the overall "attitude of the class."
Most of the participants took pleasure in their classroom exchanges with
the students and they actively encouraged their students to share ideas and
techniques with one another. The GTAs recognized that any class size has its
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own opportunities and challenges and that those aspects had an impact on their
teaching and their enjoyment of the process of teaching and learning.
GTA Class Size
The classes taught by the GTAs ranged in size from Henry's class which
had three students, to Jon's class with fifteen students. I asked Carolyn (one of
the new GTAs) how many students she had in her class, "Seven that come.
There's more on the roll but [they] haven't been there. I'm assuming they'll drop
't eventually." She saw the low enrollment as a benefit to her since it reduced
the time needed to grade assignments She explained,
It doesn't take very long [to grade assignments]. Probably takes
longer to come up with assignments. Not bad. If I had thirty of
them, it would be different because I couldn't keep up with it. With
seven I can make it work.
Conversely, Diane, who had six students in her printmaking class,
preferred "the larger classes, it gives me more to do." The students are usually
occupied with their printmaking projects and so there is not much for her to do
while they are working. Diane would prefer to have more interaction with the
students as she used to do when teaching drawing classes, this class was not as
satisfying for her since it did not "challenge" her enough. She felt she was "kind
of waiting" for the students to ask for her assistance.
The GTAs described many reasons why their students missed class days.
In Diane's class there were two students who frequently missed classes,
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One girl is pregnant so sometimes she was really sick. She had
morning sickness and she missed. And one of the fellows is an
athlete and he was out of town.
The absence of two students from a total enrollment of six students in Diane’s
class meant that one third of the class was not there and that had an impact on
Diane and some of the other GTAs who preferred larger classes. All of the
GTAs, except Carolyn, reported that they liked to interact with their students and
the absence of students in their small classes diminished opportunities for
teacher-student and student-student interactions. For Carolyn, the fact that her
students were "quiet" and that she had "no problems" seemed to be more
important than any personal interactions which might occur in her classroom.
The studio classes taught by the GTAs were usually small (six to ten
students) to medium (ten to fifteen students) in size. The participants
recognized that there were benefits and challenges with any size class. They
also perceived that class size could fluctuate daily as students were absent.
Students Dropping Out of GTA Courses
By the second day of class, five of the ten students who were enrolled
had dropped Henry's class and he struggled to understand why this had
happened. He described the evolution of his reaction to the students' dropping
his course:
To begin with I took it real personal, you know, but then I realized
that I never saw half of my students. Never saw them, so I don't
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think it was me. I don’t think it had a thing to do with me. You
know, from past experience, you sign up for more than you plan on
taking, hoping that one of them will work, you know. I fnally get it
through my mind that these are the students that want to learn
something and those are the one? that I deal with.
Henry had five students enrolled in his course but only three attended,
the other two never dropped the course and received failing grades. Henry saw
benefits in the small class size because he could "tailor the program to them
rather than meeting the needs of fifteen people, I only have to deal with three."
However, he did not want the individualized attention to become overwhelming
for the students. He recalled making it clear to the students that he would be
spending a lot of time "hovering," standing behind them watching them draw, but
soon it didn't "phase them anymore for me to do th a t. . . hovering.” Working
closely with a small number of students helped Henry become more comfortable
and less "afraid of the class."
Henry expressed otner concerns about the small class size. He felt that
the students were missing an important aspect of the classroom experience
since "they don't have that comparison amongst themselves or ideas from each
other" which could be available in a larger class.
Jon, another new GTA, found that students who dropped out of his class
not only reduced the size but positively impacted the mood of the remaining
students. He had fifteen students in his drawing class after four students
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dropped out in a "sort of weeding out experience in the class." Jon described
his realization that students will drop a course even if the teacher does his best
to "bring them along" and then "you have to let them go and that was kind of a
frustrating thing" since he felt that some of those students who dropped had
been making progress. However, after they had dropped the course,
The other [students] got more serious and I even had two students
kind of tell me that they were glad that several of those other
students dropped. So, I didn't even realize to the extent that these
students were bothering the ether students.
Upon reflection, Jon reported that the students who dropped "were kind of
holding the whole class back." And even though he was willing to work with the
students so that they could be successful in the class, it was probably best that
they had left the class.
Scheduling GTA Classes
During our interview, Professor Smith, the Director of Graduate Students
explained that enrollments varied somewhat from semester to semester for each
course. However, one participant felt that if a course "typically enrolled fifteen or
twenty [but this] semester it attracted five or six students [so] we did something
wrong." The director recalled how last minute decisions to pull courses from the
schedule which the department thought would not bring the enrollment and
replace them with others they thought would, usually were not successful. He
explained that the three classrooms which were available in the department,
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received a great deal of use and the length of the class periods, two to three
hours per class day, made scheduling difficult.
The GTAs were not involved in the process of scheduling courses. The
participants had conversations with the director about what courses they would
teach but their input was not sought out and they did not offer to participate in
the planning stage. The participants were aware of the different class sizes but
accepted that as a structure which was placed upon them and beyond their
control.

GTAs' Descriptions of their Students
The GTAs had a variety of students in their classrooms, from college
freshmen taking their first college art course to older than average students with
complex life experiences. This student diversity enriched the GTA classes and
offered the students a variety of perspectives from which to learn about their own
and others’ creative processes. Some students had taken art courses in high
school, others had not had any art in school since the elementary grades
Some of the students were art majors or minors but most were majoring in other
subjects. The new GTAs taught the beginning drawing courses while the
experienced GTAs taught higher level drawing classes, and a printmaking class,
to juniors and sophomores who were art majors or minors. In this section, we
learn how the GTAs described the diverse undergraduate students they taught.
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Diversity in the participants’ classrooms did not spring from racial or
ethnic differences, instead, the GTAs recognized diversity in their students’
ages ’ife experiences, art backgrounds, and learning styles. Most of the GTAs
took a keen interest in their students as individuals. Diane even had her
students fill out a questionnaire so she could learn about their experiences and
time commitments. The GTAs learned about their students’ diverse learning
styles through the questions the students asked in class. Henry felt that learning
about his students was especially easy for him since his class was so small.
The participants discovered a great deal about how their students learned
through their own interactions with them and by listening to student exchanges
during class.
Such diversity among the students also gave the GTAs opportunities to
learn about their own teaching styles. Anne recognized that she was sometimes
negative in her responses to the students. Indeed, during an interview, her
comments about her older than average students were quite harsh, offered
without the recognition that the students, like herself, found that their lives took
unexpected turns. Most of the GTAs welcomed the student interaction since it
provided necessary information for their growth as teachers. However, not all of
the GTAs were able to reflect on their experiences in the classroom. Carolyn
described her students as bored with the work they did in her class, but she was
unable to make any connection between their boredom and her own approach to
teaching.
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Most of the participants saw that student potential could be undermined
by the complex demands of their lives; the diversity which was so enriching to
the classroom also represented personal challenges for the students. The
students’ jobs, family commitments, and other courses all placed demands and
stress on them. The GTAs perceived that when their students could focus time
and energy on their coursework, they excelled but without this focus, even the
most promising students would not realize their potential. All of the GTAs,
except Carolyn, who does not plan to teach, expressed concern about their
students and pondered how they could facilitate their students’ success.
Background of the Undergraduate Students
The new GTAs taught the beginning drawing courses and the majority of
their students were freshmen for whom this was their first college art course.
The GTAs seemed to be very aware of their students' inexperience with college.
Jon expressed concern about the quantity of work the students were doing: "I
loaded a whole lot on them I think." Most of the students were non-art majors
who sometimes questioned the GTAs about their course requirements. Jon
described one student who became "irritated at times" and commented that "he's
not going on with [art] after this class, so why should he" worry about all the
details Jon was stressing. Jon responded,
I keep trying to tell him that all this is about discipline and about
learning to see and these are things that he should be able to take
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and apply to other courses as well and because [drawing] takes
patience and not giving up.
In his efforts to relate the benefits of drawing to the student, Jon described an
analogy he shared with the class:
I keep telling them it's like exercising. The first thing we do is
warm-ups, we start with 15-sec.ond gesture drawings and then 30second and then to a minute, then anywhere from 10- to a 15minute drawing and then we go into a still life.
Jon seemed determined to help his students understand why the subject he was
teaching was an important part of the students' education even if they were not
majoring in art. Carolyn also had mostly non-art majors in her class and only two
art minors. She remarked that only one of the art minors had any art classes
before and one of the art minors was "pretty good." Like Jon, Carolyn expressed
concern that the students were riot very interested in the course material, "I
know it's really boring to all of them."
Just as Jon was concerned about his students, Diane was interested in
finding out about the background of the students in her printmaking class. She
gave them a questionnaire to fill out so that she would have a better
understanding of them as students. She described her questionnaire:
i wanted to know things like how many credits are you taking this
term? What other art courses have you had? Have you had
design, drawing? How many hours are you being employed by the
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school? You know, some kids are working 40 hours a week and
that affects their performance. But I need to know that.
Diane explained to the students that she wanted to know about their background
and other obligations "because that's the point of teaching. I have to adjust to
where they are and take them from where they are." The students in Diane's
class were sophomores or juniors who were art majors. Diane also noticed that
all of her students "are the same bunch of kids and they take courses together";
they were with her in printmaking and with Professor Smith in his painting class.
Jon and Diane perceived, as did Ben, Anne, and Henry, that who the students
were as individuals would impact how receptive they were to the course material.
Jon and Diane invested time and energy in trying to understand their students’
backgrounds so that they could make the course material more available and
meaningful to them.
Diversity in the GTA Classroom
The diversity of the students influenced the dynamics of teaching and
learning in the GTAs' classrooms. The diversity which the participants perceived
in their classes included differences in age, background skill, and approach to
learning. Most of the participants' classes contained students who ranged in
age from older than average to recent high school graduates. The students
brought with them a wide variation of verbal and visual/spatial skills which
enabled them to work with the materials, complete assignments, and participate
in class discussions. Some of the GTAs were able to see patterns in the way
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groups of students approached an assignment. All of them, except Carolyn,
reported their efforts to work with the students as unique individuals. The ethnic
and cultural diversity among the students was subtle since most were White/
European ethnic heritage, although Ben had one African-American student. As
the participants experienced the different ages, skill levels, and learning styles of
their students, they were also learning about themselves as teachers.
Anne was an experienced GTA who described mixed feelings toward the
older-than-average students she had in her classes, "In some cases, older than
average is very good. In some cases it's like you should have started back when
[you were younger]." She reported that her frustration with some of the older
students made her want to tell them, "get your goals corrected, you know, so you
can stay on track."
In contrast to Anne's impatience, Henry reported that he especially
enjoyed the older-than-average student who was one of the three students in his
class. Henry's course was her first college drawing class and "she hadn't had
drawing since early in high school" but "she was a prime candidate for
[advancing to] the next level." Henry wanted to give her the opportunity to make
the best choice so they discussed it and she decided to stay since there were
"still some [things like] perspective she didn't have a grasp on" and she didn't
want to "feel lost in the next [class]." He said he was glad the student decided to
remain in the class and it would have been "difficult" to see her leave.
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Henry felt that his small class allowed him to appreciate the diverse
learning styles of his students since he cou'd focus more attention on each
student. He found that they "definitely learned or understand things differently"
depending on their individual approach. He reported that appreciating these
differences in approach helped Henry become more aware as a teacher and he
viewed his experiences with the students as "an asset to me to prepare me for a
teaching career." He learned not to "assume that everybody's going to
understand it this one way, because it's not necessarily the case." Henry
reported that "their questions are very important and their input is very
important." As he reflected on his students' diversity of age, skill level and
learning style, he said it was important for him to recognize each of them as "an
actual person and to try to emphasize that [individuality]." Henry felt it was
easier for him to do that in a smaller class than it would be in a larger class.
The _.urticipants reported that there were learning style differences
among their students. As Anne described, older-than-average students could be
delightful at times and very frustrating at other times. Henry discovered that he
noticed his students’ diverse learning styles through the questions they asked
him. Their questions and input pushed him to present the course material in
various ways so they would understand. While Anne sometimes responded to
her students negatively, “Yes, I was obnoxious," Henry reflected on his
interactions with his students and perceived them as opportunities to become a
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better teacher. The GTAs reacted or responded to their students based on their
own individual perspectives and teaching styles.
Recognizing Potential in Students
The GTAs reported that some of their students seemed to create artwork
which was especially well done and showed promise of continued improvement.
Ben expressed his awareness that at this time of their lives, the students have "a
lot of things on their minds that [are] not necessarily art but for some, I see
potential." He also felt that it was not up to him to convince the student to
continue with art as a career,
it’s not my choice, if they see this as a career then I'll say, 'Okay,
well, you may want to see the next person. They might have better
things to say than I have or, you know, more structure.’
Ben expressed empathy for his students as they tried to make career choices
and remembered "being a student at that age" and how many things seem to
occupy one's time. He recognized his own limitations and encouraged h;s
students to receive a variety of input from other teachers as well as from him.
One of Henry's students had "just recently changed to a major in visual
arts" and he thought "the potential is there" for the student to do well in the
program. Since the student was a "working student" and "only takes one class a
semester we're not going to see [her] graduate in the next year or two." Henry
described her as a dedicated student.
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Jon described a student who was difficult to deal with in the classroom but
who had the ability to create outstanding artwork, "The potential's certainly
there." Jon saw his student as possessing lots of energy which needed to be
effectively focused. He explained:
What I do like about [her] as a student is that if she can kind of
take all of that emotion and, not control it, but not allow it to
overwhelm her, and channel it. And then dedicate herself to it, she
could be a really good, good artist.
Jon expressed hopefulness that he could work with the student to realize her
potential when he had her again next semester in the Drawing II course he
would be teaching.
The participants saw potential for growth and artistic development in their
students despite the challenges these students faced as they worked to realize
their potential. They recognized that younger students and the older students
had many things to think about; school and career were only part of their
concerns. All students brought demands of busy lives with them to their college
studies and students could have difficulty focusing their energies on their studies
without becoming distracted. The GTAs valued their students’ skills and abilities
and expressed concern that the complexities of their students’ lives could
become roadblocks in their path toward artistic achievement.
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Attitudes of Undergraduate Students
In the micro-context of the classroom and through myriad interactions
among the students and the participants, the GTAs learned about the attitudes
of their undergraduate students. Most of the GTAs enjoyed seeing their
students interact with one another. They modeled and encouraged a relaxed
atmosphere which enabled the students to exchange ideas and learn from one
another as well as from the GTA. Only Carolyn seemed ambivalent about
student interaction. She seemed to like the fact that her class was quiet and
uncommunicative, but she described her students as “bored” with the
coursework and “uptight.” The other GTAs strove to engender trust among their
students in the hope that they would become a “family or community” whose
members learned from one another.
The participants were pleased when their students showed commitment to
improve the quality of their work by taking the initiative to work harder or redo
assignments. The participants also realized that they could be surprised by
students who suddenly changed a negative attitude into a positive one and
subsequently improved the quality of their coursework. They learned not to give
up on a student and that even the most difficult students may decide to reach
inside themselves, change their priorities and approach the course with vigor.
Alternately, they experienced students who began well and later lost their
commitment to the course as their priorities shifted.
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When students turned their negativity outward in the form of complaints
about the GTAs’ teaching, their assignments, and their suggestions, the GTAs
discovered that such negativity could influence the entire class. Jon described
the relief he and his students felt when a small group of negative students
dropped his course. Jon found that he had one student who was extremely
defensive and negative toward him, especially during the critiques but his own
community building within the class presented a forum in which his students
could learn from one another. Since Jon had encouraged his students to
express themselves in the classroom critiques, the defensive student readily
expressed her negative views and the other students responded to her with clear
messages to improve her attitude. So, the student was able to receive feedback
from the GTA and her peers that her negativity was not appreciated in the class.
The GTAs understood how difficult the classroom critiques were for many
students, regardless of their age or their competence. By modeling appropriate
behavior, prodding students to be self-aware, and facilitating respectful student
interaction the participants helped their students develop the critical thinking
skills which were necessary for their growth and specific to their field. They
were learning to think like artists and interact responsibly with their peers.
The participants varied in their abilities to perceive connections between
their behaviors as teachers and the attitudes of the students in their classes.
The range of experiences were typified by Carolyn on one end of the continuum
with her quiet class, and Henry at the other end with his friendly class. Carolyn
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seemed mystified by the reticence of her students and, although she said that
she did not have any “problems” with the students, she perceived that her
course material “bored them." She did not consider the possibility that the quiet
solemnity of her students mirrored her own teaching style. Having students who
were bored with the course and uncommunicative bothered Carolyn, but she did
not define the situation as a problem and therefore saved herself the need to
invest time or energy in resolving it.
Henry encouraged his students to interact with him and with one another
in a friendly, easygoing manner. He believed that this relaxed atmosphere
created a better learning environment, however, he was also aware of potential
problems which could arise in such an open classroom. Henry was concerned
that his authority as a teacher would be threatened by his overly friendly attitude
with his students and he did not want his good nature to be taken advantage of
by his students Such an awareness allowed Henry to monitor his actions and
be sensitive to potential problems. He was willing to recognize and be
responsible for the influence he had on his students and the quality of
interactions which took place in his classroom.
The participants noticed negative student attitudes which they attributed
to lack of caring, lack of appreciation, lack of commitment, and lack of
responsibility. There was some irony in their observations since some of the
GTAs described themselves similarly when they were young college students.
Despite the high expectations for their students, the GTAs took their
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responsibilities as teachers quite seriously. Most of the participants felt that
professionalism demanded that they control their own attitudes so that their
classrooms would be positive places where students could learn and grow.
Positive Student Attitudes
The students in Diane's printmaking class were art majors who did "a lot
of work together" by commenting on one another's work, sharing materials, and
talking about techniques. Diane recalled, "I told them that I really appreciate an
attitude of cooperation among them." She liked the way that they "help each
other out" and the "nice positive attitude" which existed in the classroom.
Ben encouraged active involvement among his students, "I don’t want
people to just sit by themselves in the corner" he wanted them to "talk to each
other and . . . talk to everybody out there." Ben felt that such interactions
created a "warm kind of family" atmosphere where the students "know each
other and they relate." He did not mind if the students were "talking about
socializing or whether it be their drawings" as long as they were getting
comfortable with one another in the classroom. Jon related a conversation
between two of his students who were discussing their drawings and he felt that
showed "they're confident enough to talk about other people's drawings" without
getting defensive. Jon felt that this conversation showed how his students were
learning from each other as well as from him. While doing classroom
observations of Anne, Diane, Ben and Jon, I noticed many instances of the
students conversing freely among themselves. Henry’s students spoke less
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frequently with one another and Carolyn’s students rarely spoke to each other or
to her.
I observed all of the GTAs, except Carolyn, elicit various responses from
their students. After a lengthy classroom drawing project, Ben asked his
students, “How do you feel, exhausted perhaps?” One student responded, “It
was fun” and a few others voiced their agreement, but one person said she
“didn’t like it.” Ben asked the class, “who had fun?" Most students raised their
hands, then he asked the rest what they did not like about the project. In Ben’s
class, the students were willing to voice their perceptions of his assignments in
the classroom setting. Ben acknowledged their reactions and responses, then
began the critique of their work by interweaving his own observations and
suggestions with those of the students.
Later in the semester, Henry had planned a surprise for his students.
After their final critique, he announced, “Now for the fun part” as he brought out
drawings each of them had made early in the semester. Then he talked with
them about the progress each had made and he encouraged the students to
make comments to one another about their observations. Henry and his
students seemed to enjoy this “fun” method of bringing closure to their semester
together.
The GTAs reported that sometimes their students also expressed a desire
to do good quality work. Carolyn felt that one of her students showed "initiative"
when she was dissatisfied with her drawing and began over again. Carolyn
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described how the student "actually apologized to me" for starting over with her
drawing. Another student asked her if he could work on his drawing some more
and "turn it in again" and she said he could. Carolyn felt the student's request
showed that "he was concerned" with the quality of his work and was willing to
put more effort into it to improve the drawing.
Jon also recalled students who were concerned about their drawings and
willing to invest more energy into fulfilling the assignment. One of Jon's students
had a negative attitude in the class and Jon had "written him off" because he
"smirked at a lot of things that i said and would talk in class." However, Jon
explained that the student dropped his negative attitude and became more
serious.
He made really, really big changes with himself and he worked
much harder than the other students. I mean, his work was
average work for the most part but compared to what he was doing
[it was much better]. He had taken all the things that we were
talking about and was beginning to apply them to himself.
When Jon asked the student about his change in attitude, he told Jon he "was
really tired of bringing work in and the others having much better work than he
did" and he wanted his work to have the same "integrity" as the work he
respected. Jon said that he "admired" the student and "felt that he should be
encouraged." The interaction with this student taught Jon "to hang on even to
the students that don't seem as dedicated."
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Negative Student Attitudes
Diane described one student in her small printmaking class who seemed
to be distracted much of the time, "He's the one that's a little lost in space." She
attributed his lack of attention to the fact that "He’s really into the sport thing."
Diane noticed that the student’s attitude changed over the semester. Even
though he was very busy with his athletic schedule, his coursework early in the
semester showed that he was focusing on the assignments, "doing some
planning and some compositions" and sincerely trying to do his best. As the
semester progressed, Diane saw the student’s work deteriorate in quality, he
"did something, just to get it done, and I don't know what happened." She
recalled times when the student had not cleaned up his work area as the
students were required to do, and Diane attributed both the messiness and
iowered quality of work to "not caring, it's actually a symptom of not caring. Just
like 'this is not important, it's just something I have to show up for and get it over
with.’"
Jon explained that he had a group of about four students who engaged
him in "kind of a struggle" over his authority in the classroom. They were all
freshmen and he believed they "had a preconceived idea of what [the class]
would be like" and "thought it would be like high school" where they would "come
in and try to draw pretty things." These students ended up dropping the course.
Jon had a senior who "needed this class . . . to graduate" but also resisted his
authority in the classroom by "talking back to me and beginning to make really
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snide comments and not doing his homework " Jon recalled that the students'
comments and resistance to him "seemed to bother the other students" and
"they were all questioning what I was asking them to do, just like he was." Jon
felt that his age and experience impacted how the students perceived his
authority as a teacher. Jon explained,
I'm closer to tht> undergrad experience than the professor who's
been teaching for a long time, so there’s this sense of, you know,
'well, we don't really trust what you're saying' but they want to do it
because that's what I was saying to [do].
The student questioned Jon and made disrespectful comments that influenced
the attitude of the other students. Jon felt that "his constant badgering was
confusing them because the rest of the students are freshmen straight out of
high school” and were uncertain of proper college classroom behavior.
However, Jon related how the atmosphere in the classroom changed
once the troublesome student dropped his course, "the whole class has gotten
more serious and the mood is more sincere." The student's absence seemed to
relieve tension from the classroom, "in a way, it's loosened up more" even
though the students continued to "work hard." Jon recalled how one student
described the disruptive student to him as someone who "came across as really
spoiled and wanted things given to him and didn't want to work for it."
Jon had another student who would argue with him over any comments
he made on her work, "she's the only art major and, you know, she was really
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one of the worst students." According to Jon, this student was "half-assed about
most" of her coursework although she had potential and ability to achieve in the
class. Jon described her attitude as "defensive, you know, Tm on guard' and
after I would say something [about her work], she goes, 'Is this you cutting this
down again?'" Jon believed that "her attitude was getting in the way of [her
work] because she'd want to argue" over each comment or suggestion he made.
He eventually spoke with her after class one day:
I told her she has a lot to learn and that she has a really bad
attitude and it gets in the way and 'you've got to get over that,' then
I saw her car, she has this big sticker on her bumper saying, 'I love
my Bad-Ass Attitude' and I thought, no kidding.
To Jon's delight, he recalled how after awhile the other students would
respond directly to this student's "defensiveness." The other students defended
Jon's observations to the student by saying, "You know, this is the way it is, let it
go, be quiet." Jon smiled as he recalled how "eventually I could pretty much
step back, thank goodness, and let [the students] work it out." Jon seemed to
enjoy such lively interactions in his class and aomitted that he "could really get
them pretty worked up." He valued a good discussion as an opportunity for the
students to learn "that it's okay for [a piece of artwork] not to be good."
Classroom Critiques of Student Artwork
Critiques of student artwork occurred regularly in the GTAs’ classrooms
and each critique followed a similar format. The students taped or stapled their
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work to a classroom display board and then the GTA led a discussion about the
artwork. Students grouped themselves around the displayed work, sitting on
various stools, chairs, and benches while the GTA stood and walked around,
pointing to various pieces of artwork. During the discussion, some students
would walk up to the artwork and point at the example they were commenting
on. Critiques presented a structured forum which was an opportunity for
dialogue between the GTAs and their students, and among the students
themselves The focus of the discussion was the artwork: the images the
students created and the techniques they employed in their artistic process.
During a class critique in the middle of the semester, Jon told the
students he was “looking for determination and desire” and, as examples, he
pointed to parts of various drawings displayed on the wall for the critique,
saying, “this has it, and this has it." He told one student that his work showed he
can “do it” so he was not to do any more “half-witted drawings,” As he continued
the critique, he told students to ask one another, “how they did something” so
they could learn from one another. Jon encouraged his students to push
themselves to improve their artmaking.
Another of Jon's students provided an exciting moment for Jon and the
class during the final day of class. The student was one of those who had
engaged Jon in friendly argument throughout the semester, but Jon wondered
"sometimes if they were understanding all the things that I was talking about."
On the last class day, when all of the students had put their work on display for
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their t'inai critique, this student arrived late with his drawings and then, as Jon
described,
He put them on the board and [the rest of the students] just sat
there a hush came over [the class and] they were struck dumb.
They just couldn't believe it because he had taken everything that I
talked about and brought it together.
Jon described his conversation with the student after class, “I said, 'that was a
classic moment in the classroom when you came in with those drawings.' And
he kind of looked at me and grinned a little bit and he said, 'Yeah, it did feel
good.'”
Jon believed that the student’s success had been positively influenced by
the attitude he showed during class discussions, "he'd argue with me, not to
make an excuse for himself, but to argue about something, he was always very
up front with me and he didn't B.S. with me at all." Jon felt that the student's
respectful attitude toward him as a teacher, even while engaged in a lively
discussion, allowed the student to grow and learn in the class.
Anne used the formal structure of a class critique to encourage
conversations among her students. During the final critique in her class, Anne
asked a student what her drawing was about. The student explained that the
piece was about women in society. Anne asked the other students to give
feedback to the student. Several of them made suggestions about her image,
then one student asked her what she meant by “society.” She blushed and said
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their “town or America.” Then the students engaged in a discussion about the
ways in which her theme could be made more clear to the viewer. Anne then
complimented the students on their thoughtful comments. This exarr,pie was one
of many which occurred duri: .g the GTAs' classroom critiques in which the
students offered constructive feedback to one another about their work.
It was possible to see how the quantity and quality of the students’
interactions changed over the course of the semester as they gained experience
in the classroom critiques. In an early critique, Jon led a discussion of the stilllife drawings the students had been working on in class. Jon was emphasizing
the importance of lights and shadows when the student whom he described in
our interview as “defensive” and argumentative, called out to him. The following
is a transcription of Jon’s conversation with the student and others in the class.
Student, “I want to say that I did deal with the environment by putting ink
on the background.”
Jon, “But I need to see it.”
Student, “It looked better when it was wet.”
Jon asked the other students to tell the student what she could do to
improve the drawing. Some students offered aspects they liked and Jon offered
more suggestions, none of which addressed the comment of the student about
the ink looking different when it was wet.
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The student persisted, “What should we do, put more flowers in the
drawing even if there aren’t more there? Put in a blanket if there wasn’t one
there?”
Jon paused a moment and said, “I’ll tell you what is wrong with this
image.” He then compared two other drawings, describing what was done
differently and how it was effective.
Student, “I wasn’t sure where to go with this.”
Jon, “! can tell that.” Jon moved the focus to another student’s work and
she explained her dissatisfaction with the image she had created.
Student, “I got frustrated because it all looks so grey.”
Jon then returned to the other student and asked her, “what could [she]
do to make [the image] stronger?”
Student, “I don’t know, you mean composition?”
Jon turned to another student and asked him for his feedback and he
offered a suggestion, then Jon told the student to put more of the flower in the
image.
She responded, “It would look squeezed in, I saw that [the male student]
did it, but I didn’t know how to do it.”
Jon, "Did you ask him?"
Student, “No.”
Jon asked the male student how he did it and he replied, “I just observed
it and drew what I saw. I don’t know how to explain it.”
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Jon then considered another student’s work and said that she took the
time to draw lots of details in the still-life. Jon said, “I want to see something in
the drawing that shows a love of drawing. I need to see it, not from you telling
me. I need to see it and everyone should see it.” Jon shared with the students a
quote from one of their classmates who decided he was “tired of bringing in work
that was not as good as someone else’s” and he urged them to discover their
own way of drawing.
In the transcribed excerpt above, both the GTA and his students
experienced some difficulty with their communication. Jon was selective about
what he responded to and how he engaged the students. He did not directly
respond to the first student's concerns about her techniques and the content of
her work and her comment about the background ink changing appearance as it
dried, was not addressed by the GTA or her fellow students who offered
comments. Additionally, she was not sure how much she should manipulate her
still-life image by adding objects which were not actually in the real life
arrangement. Jon did not engage the student in discussion about what she did
or did not do, instead he used examples of other students’ work to demonstrate
how the drawing could have been done more effectively.
When Jon asked a student to comment on another student’s work, she
responded with a question which Jon ignored as he proceeded to ask someone
else to respond. When he asked another student to describe how he had
created his image, the student’s response was vague and did not provide any
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specify information which explained his artistic process. This mid-semester
critique was representative of the methods used by the GTAs to facilitate
discussion and provide instructional feedback during the classroom critiques.
The GTAs pressed the students to describe their creative process in an effort to
enable them to understand the choices inherent in their artmaking. In the early
critiques the students were not always able to offer specific explanations of how
they did what they did. However, as the semester progressed, the students
gained confidence in their perceptions, learned about themselves as artmakers,
and developed a certain amount of trust in one another.
By the final critique in Jon’s class, his students were more actively
involved with one another; they helped each other hold and staple their artwork
onto the wall as they talked and laughed among themselves. When they had all
the work placed on the wall and were seated quietly looking at the work on
display, Jon explained that their final critique was for them and they were to talk
to one another, not to him, using the terms they had learned throughout the
course. The students began speaking freely and addressed comments and
questions to one another. Occasionally students walked up to the display board
and pointed to the artwork they were describing. One student took a holistic
perspective and mentioned that they all seemed to still be “struggling with [light
and dark] values.” Jon participated by asking questions and adding emphasis to
the students' comments. He cautioned them not to be “seduced by a single
element” and directed the discussion by asking, “What could students do to
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improve the other aspects” of their images? The discussion was free-flowing
and the students shared their ideas on composition, cross-hatching, negative
space, lights and shadows, contrast, and balance. The students incorporated
the art terminology into their discussion a way which seemed quite natural.
There seemed to be an absence of defensiveness and argumentativeness
among the students; they were willing and able to exchange their ideas and to
offer and accept criticism. The classroom critique in Jon’s class had evolved
into a forum for the students to reflect on their own work and converse with their
teacher and their fellow classmates about the techniques and content of the
artwork which was created in their classroom.
Uncertainties in the GTA Classrooms
Carolyn described her class throughout our interviews as "real quiet,"
they were "a really good class" and "there were just no problems." She recalled
how they "don't speak up very much" and "If I ask them a question, they just kind
of sit there." The students' quietness seemed to puzzle her, "I don't know what,
what the deal is with them" and she labeled them "kind of uptight." Toward the
end of the semester, Carolyn was noticing a slight change in their interactions
with one another. The students still would not talk in class but,
If I had given an assignment where they could go out in the hall
and draw or draw portraits where they would be drawing each
other, then they would [talk] But in the class they didn't very
much. I didn't tell them not to, I! don't know what the deal was.
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As she reflected on her students' quietness in class, Carolyn was unable to
understand why it was happening or how she might have contributed to the
situation. It remained a mystery for her throughout the semester.
In my observations of Carolyn’s class, I found the quietness of her
students to be reflective of her own personality. She rarely smiled and did not
say much to the students and they also were unsmiling and quiet in the
classroom. Even when they were drawing portraits of one another, which
Carolyn described as a more talkative situation, they spoke infrequently and in
low voices.
When Carolyn interacted with her students, she would do so individually,
walking from one to the other, sometimes responding to a student who had
raised a hand to get her attention. Her voice was quiet and soft, whether she
was addressing the entire class or talking with the students individually. Caroiyn
did not use her body to gesture outward to the students, rather she stood or sat
still, watching them draw. At some point during each of my three observations,
she spent time away from the students, talking with another graduate student
near the entrance to the classroom. Carolyn’s critiques were also quiet and the
students did not offer much to the discussions. It was difficult to know whether
they were unsure of how to participate in a critique or that they simply had
nothing to share. Carolyn behaved the same way outside of the classroom, and
in our interviews, as she did with her students. However, her students became
outgoing when they were not in the classroom, as Carolyn herself noticed.
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Entering her classroom, the students seemed to adapt their behavior to
Carolyn’s style which remained self-contained and quiet throughout the
semester.
Henry related how he found himself wondering if the three students in his
class were taking advantage of the friendly atmosphere which existed in his
classroom. He asked them, "Are you guys taking advantage of me, are you
taking what I'm telling you serious?" He attributed the friendly relationships he
had with his students to the fact that they were such a small group spending
many hours together:
What do you do if you got two hours here? You're going to, you
know, you're going to visit, you're going to do all kinds of things, I
guess, you normally wouldn't do if you were in a crowd. And I'll
take as much blame for that, I'm not going to blame the students.
Henry said he liked the friendly relationships he had with his students but he did
not want that to get in the way of their "teacher-student relationship" and his
authority in the classroom. He expressed his willingness to take responsibility
for fostering and monitoring the situation. He felt that the relaxed, friendly
atmosphere which had evolved in his classroom had encouraged his students to
share their thoughts, exchange ideas, and learn more readily from him and one
another. However, he was aware that it was possible to be overly friendly with
his students and he did not want that friendliness to undermine his authority as a
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teacher. Henry was aware of the situation and ready to accept his professional
responsibility in allowing it to develop.
Student Commitment
The participants shared their concern about the lack of commitment
expressed by some of their students. Ben said, "It surprised me that a few
students don't realize that this may be the most important time of their lives and
moving on through maturity." He empathized with his students but believed that
"at this university level, you should be committed" even though he himself was "a
rebel" when he was the same age as his students. Ben also looked at his
students and compared their attitudes to those in New Zealand,
In the United States, at university, that's a big achievement, I think.
Not too many people realize that. The [U.S.] students take it for
granted and it's hard to try and turn that around and say, 'Okay,
you got to work at it.'
Ben felt that he should do his best to "constantly try and influence" his students
and he did this by "being very outgoing . . . happy, [relaxed], and not to have
stressed out classes." Ben wanted to make sure his own attitude was positive
so he could create a good learning environment for his students, and he felt that
he had succeeded since "it seemed to work and they seem to enjoy it."
Jon described the attitude of his students "to be very much about 'me' and
in all the wrong ways" rather than reaching out to one another, he saw them as
"guarded with themselves." As a teacher, Jon said, "we owe every bit of
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attention that we can give to the younger folks that are coming up" and he was
disappointed that his students did not seem to share his sense of commitment
toward helping one another learn and grow together.

Summary of Theme One: Participants Interactions with their Students
The participants made discoveries about themselves as teachers through
the varied interactions which took place in the micro-context of their classrooms.
As the participants reflected on the success of their students in the course, they
searched for ways to improve their communication with students. Only one of
the participants did not recognize connections between their own teaching
approach and the quantity and quality of interactions they had with their
students.
The participants reported various responses to the size of their own class
and how this influenced the communication they had with their students. Smaller
classes provided more opportunities for the participants to spend time talking
with the students individually about their coursework and other topics. However,
the increased intimacy of smaller classes caused some of the GTAs to reflect on
the importance of establishing professional boundaries between themselves and
their students. Additionally, although smaller classes enabled the students to
receive more individual attention from the GTAs, it limited their opportunities for
learning from one another since there were fewer students and less diversity in
the classroom.
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By comparison, larger classes provided more opportunitie ? for diverse
student interactions but less individual time with the GTAs Sometimes students
who were less successful or committed to the course disrupted the class and
interfered with the other students’ learning. When these students dropped out,
the remaining students expressed relief and seemed more at ease when
interacting with the GTAs and one another. Most of the participants expressed a
preference for medium size classes since they would have enough students in
the class to make the interactions diverse and meaningful but they could keep
professional boundaries well defined. The participants perceived that such a
balance would make a course more exciting for the students and more rewarding
for them to teach.
The participants described two factors which enriched their classroom
interactions. First, the students’ diversity of ages, background skills, learning
styles, and life experiences; second, the attitudes which the students expressed
in class toward the GTA, the coursework, and their peers in the class. Through
their own interactions with them and by attending to communication among the
students, the participants learned that their students' diversity brought variety
and depth to the classroom exchanges. However, the GTAs perceived that
sometimes the students’ complex lives demanded their attention and thus
diminished the quality of their coursework.
The attitudes of the GTAs’ students became apparent during various
classroom interactions. Most of the GTAs actively involved the students in
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classroom discussions by encouraging them to offer their own comments, ask
questions and respond directly to one another. The semi-structured dialogues
which occurred during critiques, along with the more free-lowing conversations
which sprung up during class, created a climate of openness in the classroom
settings. In this way, most of the participants were able to create a sense of
community, some more relaxed and trusting than others, in which the students’
ideas could be exchanged and evaluated.
The participants reported that the attitudes of their students could change
over time. When students rearranged their priorities and chose to become
positively engaged in their coursework, they were more motivated to succeed
and their grades improved. However, when the students became negative and
gave less attention and effort to the course, their grades dropped. The GTAs
found it difficult to predict these changes in specific students and were
sometimes surprised by students who suddenly surged ahead and others who
fell behind.
Most of the GTAs encouraged an interactive classroom wher~ students
could offer positive and negative comments to each other about their artwork.
Occasionally the negative attitudes of one or a few students gained influence
over the rest of the students, thus creating an oppressive atmosphere in the
classroom which would dissipate when the students dropped the course. At
other times, students in the class who were not negative, would communicate to
the GTA, or directly to the negative student during class discussions that their
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attitude was not appreciated. Some of the participants felt that such direct
student interaction was an accomplishment which signaled that the class had
built a community in which diverse views could be expressed.
Participants modeled their personal style of communication which set the
tone for the quantity and quality of interaction in their classroom. Carolyn, who
neither encouraged, facilitated, nor modeled open communication, had a class in
which little interaction took place among her students or between herself and her
students. And she was not aware that her own reticence could have any
influence on her students’ behavior. Anne also seemed unaware that her own
tendency toward combativeness and sarcasm set a tone which could encourage
her students to become defensive and challenging in her classroom. However,
the other participants were aware of the importance of their own attitudes in
contributing to the tone of their classroom and they purposefully monitored and
made choices about their own classroom behavior.
The myriad interactions which took place in the participants’ classrooms
were an important aspect of the GTAs’ experiences. Some of the participants
were more willing and able than others to engage their students in classroom
interactions. The diversity and attitudes of the GTAs’ students added richness,
challenge, and unpredictability to the classroom dynamics. Some of the
participants took responsibility for their role in classroom communication while a
few seemed unaware of the impact of their own attitudes on the students. The
participants who created more interactive classrooms felt that they benefited as
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weli as their students. Most GTAs evaluated their effectiveness as teachers by
reflecting on the quantity and quc'dy of interactions in their classrooms.

Theme Two: Participants’ Difficulties in their Classrooms
The participants were given full responsibility for managing difficulties
which arose in their classrooms. Althougn the participants sought guidance from
the faculty and administrators, little support was offered re them within the
department. Therefore, the participants had to address core issues such as
absenteeism and non-compliant student behaviors, based on their own
judgement and ingenuity.
Two aspects of their teaching experience which particularly concerned
the participants were student absenteeism and non-compliant behaviors. The
GTAs wanted their students to attend classes regularly so that they could
participate in the classroom interactions and activities. Absenteeism required
additional work for the students in completing make-up work, and for the GTAs
in managing and grading make-up v/ork. Non-compliant student behaviors
ranged from inappropriate comments ir class to destruction of school proper.,
outside of class time. The participants wanted to receive clear and realistic
guidance from the department concerning both of these issues. They wanted to
know how to design and construct requirements and conseauences which could
be c'early stated in the syllabi, upheld by the GTAs, and supported by the
department. When this framework was not forthcoming, the participants
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perceived that it was up to them to resolve these difficulties using their own
resources without support from the faculty and administrators within the
department.
The following sections present the analysis of the data which supported
theme two, that is: student absenteeism and non-compliance in the GTA
classrooms. This is followed by a summary of theme two.

Student Absenteeism
The GTAs reported that they wanted their students to attend each class
session so that they could stay current with course assignments and art projects.
The GTAs’ students offered various reasons for being absent from class, some
of which the participants felt were more legitimate excuses than others. If the
students made a sincere effort to attend dosses and diligently completed make
up work outside of class, the GTAs responded more favorably to the students'
absences.
Establishing consequences for student absences which the participants
perceived as questionable was problematic for the GTAs. Their attempts to
communicate the importance of attendance in their syllabi resulted in brief,
generalized statements which they felt did not serve them well since there were
no specific consequences defined for absenteeism. As a result, the GTAs had
to respond individually to each student’s excuse for being absent from class and
invent consequences with each new situation.
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Most of the participants valued student interaction and enjoyed the
excitement cf a class full of students working industriously while the GTA
circulated among them, offering feedback and suggestions. When students
missed class they lost the opportunity to learn from their peers and the GTA, and
offer their input to others. Student absences also required additional work for
the GTAs. They had to meet with the students to discuss and assign make-up
work which had to be graded and the quality of the make-up work varied in
quality from inferior to very good. V nen one of Henry’s three students was
absent for one quarter of the semester, he had a great deal of make-up work to
manage for just one student.
The GTAs felt that in order to he fair with their students, they should be
flexible and understanding of student absences even though at times they felt
taken advantage of by certain students who were repeatedly absent. They
continued to search for a policy which would offer realistic consequences for
missed class time. Although they stated in the'1' syllabi that grades were affected
by absenteeism, the GTAs had no procedure for penalizing absent students.
Many of the GTAs became frustrated when the Chair discouraged the
participants from including a clear statement of consequences for days missed in
their syllabus and they did not receive specific, consistent guidelines from
anyone else in the department. As a result, when the GTAs experienced the
inevitable student absenteeism they accommodated the student rather than
lower their grade, even though it meant more work for the participants.
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Impact of Absenteeism on C> ursework
All of the GTAs required students who were absent to talk with them
about what they had missed in class. Carolyn recalled that she preferred to
discuss the students' work in her classroom rather than outside the class or in
her office, so "if they miss a class, I usually talk to them there in class." The
GTAs required their students to keep up with their assignments outside of class,
especially if they missed a class session. The students were sometimes
required to complete extra assignments to make up for the work done during the
class time they missed. Anno described an older than average student who had
missed classes to attend two funerals and a convention:
Each and every time that she missed, she notified me and she
actually drew in her sketchbook as I requested, to make up for
class time, so she has participated fully in every way.
Anne also appreciated the manner in which the student spoke with her
about her absences, "She didn't cower so in that case it didn't bother me." It was
the absence of her presence in the class that disappointed Anne, "I really like
her in class ’cause she sincerely, you know, did what needed to be done."
According to Anne, the student's positive attitude and motivation had a beneficial
impact on the other students in the class.
At the end of the semester, Henry reflected on one of his students who
had "missed almost a quarter of the classes" even though he tried to "get
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through" to her that it was important to attend classes regularly. Henry wanted
to help her out so he
took that extra step and gave her a list of the assignments sne had
missed and when she handed in her portfolio, I watched for them to
make sure that those assignments were there.
Henry expressed concern for the student and "made it a point to make sure that
she was . . . making the effort to make-up [the assignments]." Since the student
was frequently absent, Henry often had only two students in his class.
As a result of missing classes, the make up-work which the student turned
in looked like she had tried to “blast out a drawing fifteen minutes before class."
Henry expressed dismay because it "showed in their work that they didn't have
any more dedication to it than that." Henry seemed to feel that the student's
absenteeism and the poor quality of her work reflected her lack of interest in his
class; despite this, he showed his interest in the student's achievement by
providing a list of assignments to her so she would know what she had to include
in her portfolio. Henry expressed his own response to the quantity of work he
received from the students when they turned in their portfolios for grading, “it
gets so overwhelming with everything that they turn in.” Eventually, the student
turned in all her assignments but the quality was not what Henry had hoped for.
Nevertheless, Henry was relieved,
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If she hadn’t, [turned the work in] I don’t know what I would have
done, you know, what can you do? But she did at least work on
them, so that was encouraging.
Henry had only three students in his class but he was giving a lot of extra
attention to a student who did not put out the effort to attend class regularly or
create quality work. Although Henry was feeling “overwhelmed” by the volume
of work his students were turning in and he had to grade, he did not have a plan
for consequences in case students failed to turn in their required work.
Each of the GTAs had to decide how to respond to the variety of reasons
presented by the students for their absences. Anne related that she tried to be
"flexible" about the student getting sick or having transportation difficulties and
"lots of times it'll be like one semester where it just seems like it doesn't quit" and
the student may be having an especially difficult time managing to attend
classes. But Anne felt that some students were not spending enough time on
their assignments when they were absent from class, "If your car breaks down,
you can't come to school, you can still draw at home."
Addressing Attendance in the Syllabus
The general syllabi which were offered as guidelines to the GTAs at the
orientation meeting before the school year began, did not address practicalities
such as attendance and grading. They provided a brief outline of the subject
matter to be covered in the course. Most of the participants put a brief statement
in their syllabus stressing the importance of class attendance. Diane stated in
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her syllabus that, "Students are expected to attend all classes;" Carolyn wrote,
"Attendance is necessary for the student to progress Attendance is required;"
Henry stated, "Attendance is mandatory. Your grade will be affected by
unexcused absences." Anne wrote, "Attendance is required. Your grade is
determined by attendance" and other factors, such as assignments. None of the
GTAs defined how the grades would be impacted by the students' absences or
what constituted a legitimate or unexcused absence.
Anne recalled how she had wanted to write specific consequences into
her syllabus, "the [students] need to know that there will be consequences" for
absences. But Professor Jones, the Chair of the Visual Arts Department advised
her against doing so saying, "This is a more mature class, you can't say
'attendance is required and if you miss three classes I'm going to drop your
grade."' Anne explained that the Chair fe!t that such a statement would be "like
giving them permission to miss three classes." Looking back, Anne realized that
she "should have put that in [the syllabus] ‘cause that gives me the authority to
actually say to the class that their grades will drop when they are abusing the
absence [and] just kind of threaten them, basically." Anne did not feel that she
could impose the- threat of a lowered grade later in the semester since she had
not informed the students of the consequences at the beginning of the course.
Although, the GTAs wanted their students to come to class regularly, they
were uncertain how to achieve that goal. They tried writing brief statements in
their syllabi but since they did net offer any rewards for attendance or
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consequences for absences, and they were discouraged from doing so by the
Chair, the GTAs were uncertain how attendance should impact their students'
grades. The GTAs seemed frustrated as they struggled to establish a structure
to address student absences. They expressed a desire to be fair to their
students by not imposing consequences for absenteeism which had not been
described in their syllabi. While most students regularly attended classes and
consciem'..usly made up missed coursework, some students seemed to take
advantage of the GTAs’ flexibility by being frequently absent and not working
hard to make-up assignments.
Without assistance from the faculty and administrators in the department,
the GTAs lacked a frameworv; for clearly establishing what would happen if
students were absent from class, hew missed assignments should be made up,
and what impact the absence would have on their grade. Instead, the
participants were left on their own to address each situation and each student
individually. Ironically, the iack of structure and direction which the GTAs
experienced within the macro-context of the department, was asserting itself into
the micro-context of their own classrooms as they passed along to their students
the same ambiguity which they themselves experienced.

Non-Compliance in the GTAs’ Classrooms
All of the GTAs made the assumption that if students were attending a
college studio art course, they knew how to behave and none of the participants
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included descriptions of what constituted proper classroom behavior in their
syllabi. Some participants were surprised and dismayed when students acted in
ways that were contrary to what they considered proper classroom etiquette, yet
they hesitated to address the issue directly. Instead, they chose to joke with the
students or converse with them about their coursework while trying to overlook
the unacceptable behavior. Other participants chose to speak with the students
directly about their undesirable behavior. When neither the direct nor the
indirect approach motivated the students to change their non-compliant
behavior, it often became a problem which the GTAs had to manage throughout
the semester.
Non-compliant behaviors included making comments that the GTAs
interpreted as disruptive, inappropriate, immature, defensive, antagonistic, or
threatening; trying to control the GTAs’ attention during class by making
excessive demands on their time; refusing to complete assignments following
the GTAs’ requirements; being absent on critique days; refusing to clean up after
themselves, leaving materials out, and destroying tools in the studio areas. All
of these non-compliant behaviors necessitated a response from the GTAs and
required their time and energy to resolve. Rather than provide guidance to the
participants which would have enabled them to foresee typical studio classroom
problems and develop strategies for preventing and managing them, the director
placed full responsibility on the GTAs to address the problems. He did not offer
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his expertise, despite thirty years at Midwest University. His unsympathetic and
demanding responses became another source of stress for the GTAs.
The participants also had students who experienced problems because
they did not fit into the usual mainstream of their student cohort. Sometimes the
GTAs invested a great deal of time and energy providing feedback and
instruction to students who were having a difficult time emotionally. These
students’ improvements were blocked by their own emotional difficulties and
their skill Hid not improve. The GTAs encountered older than average students
who seemed immersed in feelings of inadequacy and unable to move beyond
familiar methods which kept them entrenched in bad habits. Other young
students clung to their high school affiliations and displayed superior attitudes
which effectively kept them insulated from developing their skills and adapting to
the college classroom. Some of the GTAs were able to separate their personal
reactions and sense of loss from the identities of their students while other
participants became enmeshed and reacted with anger and frustration toward
their students. As with other classroom management techniques, wise counsel
from those in the GTAs macro-context could have helped them recognize,
manage, and learn from their students’ non-compliant behaviors.
Classroom Rules
Anne described a student who frequently turned assignments in at the
last minute and who frequently said “some really rude things when he’s drawing.”
During one conversation in class, she recalled that he turned to her and said,
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“Hey, you want to box?” She responded, “Bring gloves in, I don’t want to hurt my
knuckles.” Although she tried to “play around with him” to keep the mood light,
she was bothered by the exchanges and felt “he tries to like threaten me.” Anne
also experienced the student as being overly "demanding” because he
requested
that I get lists for him about books he could refer to, or that I stand
there and listen to what he has to say, which is fine ‘cause I give
everybody time, but he's [on] some power trip thing.
The student had other behaviors which bothered Anne, most of which
involved refusing to follow her rules for the assignments. When Anne assigned
a variety of drawing media, he refused to use charcoal and used only pencil;
when the class was drawing portraits, he refused to draw eyes in the faces. He
refused to do the short preliminary sketches which were warm ups for the longer
drawings and he copied a photograph of himself for his self-portrait instead of
using a mirror as required. Anne did not seem to have structured consequences
for effectively responding to the student who challenged her rules. She
described the student’s refusal to draw eyes in his portraits as “part of his thing”
and said that she had “tried to get him to use a variety of materials but he’ll only
use a number two pencil.”
Anne gave the student freedom to selectively complete her requirements
for the assignments without his choices negatively affecting his grade. She also
allowed him to monopolize her time in class and engage in combative
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exchanges without telling him such behavior was not acceptable in her
classroom. Every rule that the student challenged, Anne allowed the student to
break, even though the rest of the class had to follow the rules. In the classroom
setting she accommodated the student by responding to his “boxing” comments
with jocularity, even though she actually felt “threatened.” She categorized the
student’s actions as problematic yet she had no specific strategies she cculd
use to manage the difficulties she experienced. Anne said that one day in class,
another student remarked to her, “God, I wish that guy would lighten up." She
was not developing any strategies which would address this student’s behavior
despite her own discomfort and the knowledge that other students in the class
were also bothered.
In Diane’s printmaking class, the students were required to clean up their
workspace when they were finished for the day whether or not she was there
and whether they were in a regular class session or working on their own outside
of their regular class time. However, Diane found that certain students would
frequently leave the classroom workspace without cleaning up the ink and rollers
which they had used. After one such episode, Professor Smith came to Diane’s
class and was “very unhappy” about the mess. He asked her, “How are you
going to deal with this mess?” Diane had returned to class and seen the mess
and left a phone message for the student who said later that he had never
received the message. Usually Diane would clean up the mess herself but she
was “getting rather sick of it” and decided to leave it for the student. Diane
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showed Professor Smith the description in her syllabus requiring the students to
clean up and assured him that she would talk with the students about the
problem.
Another student had used a large, expensive roller and left it, full of ink,
hidden among other supplies. Diane reacted strongly when she discovered the
roller.
That reaily made me mad, it was like malice. I mean, hiding it
rather than cleaning it. And you don’t need to be a rocket scientist,
because I cleaned this and i know what colors I cleaned off and all
I have to do is look at their work and say, ‘Who uses coral and then
cream?’ Duh!
As she reflected on the student’s action she was able to understand it from
another perspective, “I thought no one would do that, I mean that was like
common courtesy . . . [but] she probably wanted to do something and didn’t want
to clean it, so she hid it."
Diane understood what might motivate the students not to clean up after
themselves when they were done working on their art projects, but she felt badly
when they did so and she was the one who cleaned up the neglected mess. She
also experienced the displeasure of Professor Smith, himself a printmaker,
coming into the classroom and demanding resolution or the problem when Diane
chose not to clean up after the student.
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Strongly worded admonitions in the syllabus and verbal reminders by
Diane in class were not enough of a deterrent for certain students who chose to
leave messes rather than clean up after themselves. There were no
consequences stated in the syllabus or carried out in class which connected the
students’ grades to proper studio clean up procedures.
Diane was held accountable for her students’ irresponsible behavior and
left on her own to resolve the problem. Even though Professor Smith had many
years of experience in the college studio classroom, he did not offer to share his
expertise with Diane as she struggled to formulate effective classroom
strategies. Diane w<ts uncertain how to get the recalcitrant students to
cooperate in dependable studio clean up procedures. The only specific plan she
had was to require all the students to work on clean up jobs during the final class
day as part of their final grade for the course. However, without the framework
of consistent and effective consequences; the issue of studio clean up remained
problematic for Diane throughout the semester.
Challenging Students
The participants discovered that some of their students presented special
challenges in the classroom. Anne described experiences she had with two
such difficult students: one was an older than average student and the other was
a recent high school graduate. Anne described her older than average student
as someone who “felt sorry for" herself, “had an inferiority complex, missed all
the time, [and] whined all the time." Anne felt that she had invested a great deal
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of time and energy to help the student improve her skills but her efforts were
thwarted by the student’s intransigence. As Anne explained,
She did make some improvement, but she just couldn’t get beyond
worrying about what other people thought. I really worked hard
with her but it’s like she’s so hooked on her little system that she’s
got going and feeling sorry for herself, that she just was unwilling
to break through and take the risk.
Anne perceived this student’s entrenched attitude as a block which kept her from
taking risks which could improve her skills.
One of Anne’s younger students had graduated from a local high school
where he had been part of a group of art students who studied under a locally
well known art teacher. Anne had
seven kids, all boys, and I call them boys, cause they are kind of
boys, I guess, from his high school class and they are so arrogant.
They are so snooty, they think they are so cool and they just strut
around [but] they don’t work very hard.
Anne perceived that “they were talented and [the student] is very talented, I think
he’s got a nice touch of clarity.” However, Anne perceived that the student’s
“arrogant” attitude interfered with his ability to learn and improve his skills, “He
already knows everything, so [that] prevents him from getting farther than he
could, and he could ‘cause he is talented."

The final class day, all of the students were present for the final critique
except this particular student. Anne explained during our interview that she had
made it clear to the class how important the final day was, “I said, 'If you don’t
come to the final [critique] you don’t get a grade and I’m not giving any
inconripletes.’” When she realized that her defiant young male student was
absent, she thought, “What am I going to do?” His absence was a challenge to
her since it tested the tough stance she had proclaimed to the class concerning
absences. His actions required that she “do” something and the actions she
ultimately chose proved that her ultimatum was an empty threat without any
negative consequences for the student. Even while Anne reflected on the
student’s absence, she offered excuses for him,
I was disappointed that he didn’t come because he could have
come. And if he overslept, I don’t know why he chose not to come.
Maybe he forgot. I’ve had students that have just gone home.
She wondered if his absence was a reflection of his superior “studly guy” attitude
which seemed to form “a real tie to [the high school] environment.”
During the final critique, Anne had the students display and talk about
their own work in alphabetical order. When it came to the time when the absent
student would have offered his comments, Anne made light of the situation by
saying, “he is so bad,” but she offered both the student and herself a way out by
telling the class, “he probably has a good excuse.”
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Eventually, the student contacted Anne and turned in his final
assignment. She gave him a grade for the course and did not penalize him for
being absent for the final critique. Anne did not seem to recognize that by
presenting an ultimatum to her class which had no basis in reality, she was
compromising the integrity of her course and her professional reputation.

Summary of Theme Two: Participants’ Difficulties in their Classrooms
Most of the time, the GTAs' students followed the rules and expectations
which were outlined in their course syllabi. When the participants encountered
students who did not comply with the rules, they became frustrated and were
distressed to discover that without consequences for unacc ptable behavior, the
students were actually free to choose non-compliance. Students’ uncooperative
behaviors included making inappropriate verbal comments to the GTAs, being
overly demanding by trying to control the GTAs attention, refusing to complete
assignments as required, and being absent during critiques. As Anne
discovered, after a semester filled with non-compliant and problematic behavior
by several students, it took only one defiant act by one student to dissolve the
illusion of her tough stance and reveal the fragility of her course structure.
Diane, who taught the printmaking course, reported that although she was
held responsible by the director for the actions of her students when they left
messes in the studio, he die not offer her any guidance on how to develop
consequences which would encourage compliance and punish irresponsible
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choices. Despite strongly worded statements in the GTAs’ syllabi and vernal
reminders in class, the students who chose not to follow the rules received no
negative impacts on their grades.
Students who did not participate fully and appeared to be out of the
mainstream of the class cohort were also perceived as problematic by the
participants. The GTAs experienced older than average students whose sense
of their own inferiority, courorr, about others’ opinions of their work, and frequent
absences undercut the participants’ efforts to help them improve. At the other
end of the continuum were younger students who worked as little as possible
and clung to their former high school affiliation while exhibiting superior,
arrogant attitudes which prevented them from asking for or being receptive to
help from the GTAs.
The structure of the GTAs’ courses did not include meaningful and
consistent consequences for students who refused to comply with the course
rules. As a result, whenever students refused to follow their rules, it caused
emotional stress for the participants and, additionally, it required that they do
more work. They had to meet with students to adjust assignment requirements
and accommodate student needs. At times the GTAs chose to clean up after
students in the studio area when the students were unavailable. They spent
time and effort trying to contact students who were absent or irresponsible. And
responding to the demands of the unsympathetic Director caused additional
stress.
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It was not unexpected for the GTAs to have students who chose not to
follow their rules, challenged their authority, and brought their own conflicted
attitudes with them to class. However, in this area of instruction the GTAs were
left on their own to recognize and manage each problem as if it was a brand new
challenge arising within the department. Just as the participants experienced a
lack of structure without clearly defined teaching responsibilities, they were
unclear with their own students about their responsibilities and the
consequences of certain behaviors. The consequences for the participants
included increased stress and additional responsibilities, along with the
knowledge that the troublesome situation could repeat itself at any time.

Theme Three: Participants’ Experiences Within the Department
Theme three concerned the participants’ experiences within the Visual
Arts Department, which was their macro-context. The participants were
expected to know what and how to teach. However, the department did not have
effective structures for providing information, guidance, and support to help the
GTAs understand their roles and responsibilities as teachers. The lack of
departmental support isolated the GTAs from one another and regular faculty
members. Thus, the opportunity for community building and professional growth
did not exist for the participants within the macro-context of the Visual Arts
Department.
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The Visual Arts Department provided limited information to the graduate
teaching assistants (GTAs) which defined their roles and responsibilities as
teachers. Additionally, the department offered the GTAs minimal support during
the course of the semester while they were teaching. The GTAs had an initial
orientation meeting before classes began for the school year and two teaching
meetings which took place during the semester. Also, one faculty member was
assigned to each of the GTAs as a mentor to assist them with their teaching
challenges. The participants in this study discovered that the orientation
meeting provided little information which enabled them to understand what was
expected of them as teachers in the classroom and within the department. They
found that the two teaching meetings were ineffective in helping them resolve
the difficulties which they encountered as teachers. Since there were only two
meetings during the semester, there was not enough time to develop trust and
build a sense of community among the GTAs. Also, the assigned faculty
mentors made little or no effort to communicate with the participants, so the
graduate students had to develop their own mentoring relationships. The
process of finding a receptive faculty member with whom they could build a
mentoring relationship took the GTAs about a year.
As the semester progressed, It became apparent to the participants that
they were expected to know what and how to teach. And they perceived that the
department had no effective structure in place through which they could receive
the information and support they needed for their teaching. This dearth of
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support was interpreted by the GTAs as a lack of interest in them as individuals
and consequently they felt isolated from one another and regular faculty
members.
The subsequent sections present an analysis of the data which support
theme three. This includes the GTA meetings, mentoring experiences and
interaction with the faculty. This is followed by a summary of theme three.

GTA Meetings
The participants had two types of meetings during which they met as a
group: the orientation meeting and the teaching meetings.
GTA Orientation Meeting
The orientation meeting was a time for all of the graduate students and
GTAs in the Visual Arts Department to meet with one another and the regular
faculty before classes began in the fall. This meeting was also important for the
GTAs since it was the only time they received the paperwork which they needed
to teach their courses. The participants were each given a class roster of the
students who were registered for their class and a suggested syllabus. They did
not receive an information packet which could be used as a resource for their
teaching. As a result, the new GTAs did not have a comprehensive overview of
their teaching roles and responsibilities for the semester. The experienced
GTAs assumed that since they were not told otherwise, everything was
unchanged from their previous teaching experience at Midwest University.
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The orientation meeting lasted approximately two hours and many of the
faculty attended, including the two faculty members who also had administrative
positions Professor Jones, the Chair of the Visual Arts Department and
Professor Smith, the Director of Graduate Students. After introductions were
made, the GTAs received their class lists of students, their assigned mentor, and
a suggested syllabus for the course they would be teaching. The director
explained in our interview that the format of the orientation meeting had been
shortened from its previous length and that it was viewed as:
One that the Dean [of the College of Fine Arts and Communication]
thought was a very good model for the other departments in the
college. I think that at least [it is] the model other departments
have probably followed up on.
Although the GTAs were given very little information to prepare them for
their teaching, the director explained that this was dene because he felt it was
important not to "overwhelm the GTAs with paperwork" initially. He had tried to
develop a more comprehensive information packet a few years ago but found it
was too difficult to do on his own. Since he did not have faculty support, he
abandoned the idea. However, such a dearth of information created stress and
frustration for the GTAs when hey faced classroom situations and departmental
directives which were outside their experience. Throughout the semester the
participants struggled to respond to their micro- and macro-context challenges
by relying on their own ingenuity and judgement.
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GTA Teaching Meetings
The GTAs had mixed responses to the teaching meetings which took
place once during the beginning and once in the middle of the semester and
were led by Professor Jones, the Chair of the Visual Arts Department. There
appeared to be a discrepancy between how the director envisioned the meetings
and what actually occurred. The director, Professor Smith, described the intent
of the teaching meetings:
Typically there's about two or three meetings with GTAs. And it is
just the time to get together to say, "Hey, what’s going well in your
classes? What's going [wrong]? How do you feel about this? Don't
be upset about that" and we often encourage them to bring in
examples of what they consider to be some of their successes of
the class with the idea that maybe this is an assignment others
would want to pick up.
None of the GTAs recalled anyone bringing in any student work to illustrate
successful assignments and some of the participants had serious reservations
about the effectiveness of the meetings.
Jon reported having an overall negative view of the meetings. When I
asked him if it helped his teaching to have the meetings, he said, "No, it didn't."
Jon remembered bringing up issues which were bothering him and related a time
when he discussed an incident of a student treating him with disrespect:
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I asked questions, you know, "Well, there's students talking back to
me. There's students going 'Well, you're just a GTA, you know, Big
Deal!"' I would say "Well, what do you do?"
Jon related that the Chair of the Visual Arts Department, Professor Jones,
replied, "Well, I've never encountered that sort of problem." In response to her
comment, Jon described what he planned to do to handle the situation and she
encouraged him, saying, "Well, okay, try that." Jon found that conversing with
the Chair in her office was more helpful and he felt that at those times, she gave
him "really good feedback" which he trusted "more than the other grads do."
Professor Jones had spent her twenty years in the department as both Chair of
the Department and Director of Graduate Students. Yet she did not help Jon
access information which could have helped him address a common issue in the
GTA classroom. Instead, Jon was left with the impression that the difficulties he
faced were unique to his classroom and up to him alone to manage.
Carolyn recalled two issues being discussed in the teaching meetings:
changing the number designation of a course and Jon's difficulty with his
students. She felt that neither of these issues related to her teaching since "I've
got a perfect class for my first teaching experience" so the meetings were "kind
of pointless for me." When I asked if she had offered any suggestions in the
discussions she said, no "I just sat there."
The lack of information which the department provided to the participants,
encouraged the new GTAs to draw their own conclusions about how to fulfill
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departmental directives. Late in the semester, when it was time for course
evaluations, Carolyn described her uncertainty about the procedure:
I guess it's [an evaluation] of me and the class. I'll go around and
just have them do that. They've already given us the sheets.
When they want us to do it, I don't know, it didn't say.
The two meetings were the only times during the semester when the
GTAs gathered together to discuss their teaching experiences. Ben said that he
"liked the meetings" and enjoyed the “casual atmosphere.” He recognized that
problems with students were complex and solving them may involve "someone
who's even being obnoxious." I asked if he meant the students or the GTAs and
he responded, "The GTAs, I think, maybe." Ben appeared hesitant to say
anything which appeared critical of his fellow GTAs and would not be more
specific in relating his perceptions to me.
The GTAs had not formed bonds as a community which would have
allowed them to speak frankly of their individual strengths and weaknesses.
They needed more time together as weli as specific guidance, constructive
feedback, and professional modeling for such community building to occur.

Mentoring Experiences
When the GTAs attended their orientation meeting just prior to classes
beginning in the fall semester, they received a written form which listed the
GTAs and paired each of them with a faculty member who would be their mentor
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for the school year. Because of these assignments, structured mentoring
appeared to bo an aspect of the GTA program but in reality it was not. The
assigned faculty mentor took no actions to establish or nourish the relationship
and the director was also unsupportive.
Experienced GTAs reported that they had been able to establish a
mentoring relationship on their own when they discovered which faculty were
open to interacting with them and were the most helpful to them. After about a
year, the GTAs had formed a mentoring relationship with a given faculty member
of their choice who may or may not have been the mentor who was assigned to
them. The GTAs reported that they valued their mentor relationships highly.
The newer GTAs had not had time to develop a mentoring relationship on
their own so they did not have the benefit of interactions with experienced
faculty. Effective mentoring could have provided Carolyn with a broader
perspective on the professional lives of artists who teach college and continue
their own studio artmaking. Her decision to teach would have been based on
more input than her own family members’ experiences. Mentors could have
provided all of the GTAs with insights into the complex and challenging world of
higher education, broadening their understanding of the responsibilities and the
rewards inherent in the profession.
Selection of Mentors
Prior to the arrival of the graduate teaching assistants for the fall
semester, Professor Smith, the Director of Graduate Students, discussed the
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mentoring assignments with the faculty. He desciibed how an effort had been
made to pair students with faculty who had congruent interests. However, the
faculty had no input as to their assignments, nor did they refuse an assigned
mentoree. Describing the mentoring assignments, the director expressed
skepticism about their effectiveness. He explained, "There is, there are mentor
assignments and I think they vary dramatically. I don't think that the mentors
take an active role.”
The mentoring assignments did not receive much attention throughout the
semester. Although our interview took place late in the fall semester Professor
Sm'th commented, "Quite frankly, the use of the word [mentor] as you just
brought it up, it's the first time I do recall hearing it, maybe since the August
meeting, I can't recall."
New GTAs and Mentoring
The GTAs expr essed confusion about the nature and mechanics of the
mentoring assignments. Those who were new to the department (Jon, Carolyn,
and Henry) were generally unaware of the existence of mentors. For example,
Jon did not know that he had been assigned a faculty member as his mentor.
He did not recall being notified either verbally or in written form that he had been
assigned a mentor, and his mentor had not approached him. Carolyn reported
that she became aware of the mentor assignment only after one of her
professors asked her about it. When she approached the director about who her
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mentor was, he responded, "There wasn't any real assignment there." This led
her to believe that she had not been assigned a faculty member as a mentor.
Although some assignments seemed like a logical match, the GTAs
sometimes had agendas that were not obvious and others felt there were faculty
who would be more appropriate mentors than those who had been assigned to
them. Henry, a sculpture major, knew who his mentor was but was not satisfied
with the assignment. He felt he needed mentoring by someone in an area
related to the course he was teaching. He explained,
It just so happens that my mentor is the sculpture professor, so I
feel, not out of disrespect to him, but I feel that I might get better
information by going to a drawing or painting, a two-dimensional
type of instructor. [It] has nothing to do with personal conflicts or
anything like that.
Henry's mentor was not able to help him in the areas of his teaching where he
felt the weakest, such as drawing linear perspective. Whereas it seemed logical
to assign a sculptor professor to Henry as his mentor, since that was his major,
Henry felt it was not the best choice considering his needs as a GTA. it
appeared that more careful consideration needed to be given to which faculty
members would be assigned as mentors for the GTAs and the criteria for the
choices.
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Experienced GTAs and Mentoring
The GTAs who had been teaching for over a year (Ben, Diane, and Anne)
had been able to develop informal mentoring relationships on their own. These
mentor relationships were very important to the GTAs and they talked with their
mentors regularly about their professional concerns. Ben described how his
mentoring relationship at Midwest University developed naturally out of casual
interactions with a faculty member which began the previous year:
l.astfall I was [teaching in] the opposite room to his. We constantly
met in the middle and that kind of worked. We were teaching on
the same day, and we just constantly met, it was good having a
friend there right beside me and also coming into my class [to look
at] student's work and commenting on some of ii.
Ben didn't care about the formalities as long as he had a mentor; he
stayed flexible, as he said, "I just go with the flow." Ben's mentoring relationship
was encouraged by the availability and close proximity of the faculty member.
Diane had also developed her own mentoring relationship. She felt fortunate
that her mentor had taught the subject she was teaching so her mentor could
help her in her own artwork as well as her teaching by talking about "real basic
technical things." She was convinced that this self-selected mentor must surely
have been the one who was assigned to her since she found the relationship so
helpful.
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The Mentoring Myth
During the orientation meeting, the GTAs received notification that they
each had a faculty member who would be their teaching mentor. In reality, the
mentoring assignments were mythical because they were not supported by the
administrators or the faculty members who were assigned to be the mentors.
There were no established criteria which addressed the specific needs of the
GTAs and provided guidelines for the mentoring relationship. The mentoring
assignments were not emphasized by the Director of Graduate Students or the
Chair of the Department, so there was confusion about who the mentors were.
Paradoxically, only those graduate students who had been in the department for
over a year and had forged relationships with faculty on their own had effective
mentoring relationships among the faculty. The newest GTAs, those who were
the least experienced in their studies, the most unfamiliar with the university, and
the most uncertain of their teaching, were left without the support which a
reliable mentor would have provided. The mentoring assignments were of no
use for GTAs, since they existed in name only.
Ben, tne international student, was aware that the approach to mentoring
at Midwest University differed from the active mentoring which was part of his
overseas college program. He recalled his surprise when he came to this
university,
And when i first arrived, and when I thought that, where are the
mentors? I was used to having the mentors come in and they
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would check up on you and also have a conversation with you
about [things] other than painting or about their life experiences,
and that was good.
When Ben’s mentor did not appear, he took action and found his own.
Although faculty members agreed to be mentors for the GTAs, their
identity, roles, and responsibilities as mentors were not effectively
communicated to either the faculty or the GTAs. Consequently, there were a
variety of perspectives as to the nature of the mentoring program. The GTAs
collectively and individually defined mentoring according to their own needs.
For example, Carolyn viewed her mentor only as a problem solver rather than as
someone with whom she could have an interactive professional relationship.
Since she was not experiencing any problems, she saw no need for a mentor,
and it did not bother her that none appeared. Ben had experienced professional
relationships with mentors at another school and wanted to establish a similar
mentoring relationship. When it became apparent that he had no formal mentor
whose expertise and schedule were compatible to his own, he developed his
own mentoring relationship.

Interaction with Faculty
The participants experienced varied success in their efforts to interact
with the faculty. The new GTAs learned that some faculty members would rebuff
their attempts while others were more receptive. The experienced GTAs
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seemed resigned to the realization that most of the faculty did not appear
interested in interacting with them in any manner. With the passage of time,
they were able to engage in positive interactions with a facuity member or
members and the participants valued these exchanges highly. One of the
experienced GTAs expressed some ambiguity toward faculty observation of her
classroom; even though she thought it would be helpful, she was concerned
about which faculty member might do the observation. This hesitancy was
understandable since her years of experience with the faculty had demonstrated
that most members were not interested in her development as a professional.
The director’s apparent distant attitude encouraged the faculty to interact
with the GTAs in whatever manner they chose. He appeared to model a
selectively involved policy by readily interacting with and providing guidance to
some GTAs while others reported having a difficult time getting his attention.
Such inconsistency and lack of interest by the director and some faculty created
a sense among the participants that they were not valued as members of the
department. Ironically, the participants’ feelings of separateness and isolation
remained with them even after they had successfully established positive
relationships with receptive faculty.
Reaching Out to the Faculty
The participants reported that they felt that they had to be the ones to
seek out the faculty for interaction and that most faculty members were not
sincerely interested in talking with them. Jon, one of the new GTAs, recalled
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that when he first arrived in the department, he spoke with a faculty member
about teaching and the professor responded, "Well, you're not expecting us to
teach you, are you?" Jon remembered the distress this caused him as he began
to feei that questions about teaching were not welcomed by faculty members.
He recalled his response to the professor's question and his feelings afterwards:
'Well, no. I guess not.' And, I'm not sure what, how my
relationship is supposed to be with these people. And it makes it
real uncomfortable at times. They always seem to kind of want to
talk to you, but when you try to talk to them . . . they really don't
want to take the time. I find myself real unsure about my
relationship to my professors and to what I'm supposed to be doing
here.
Anne, one of the experienced GTAs, also expressed her frustration with
the faculty as well as a sense of ambiguity, "Well, I just don't think they give a
shit. You know? ‘Cause no one's ever come to observe me or talk to me [and
yet] I don't really want anybody to observe me." She explained how, from the
beginning of her time at Midwest University, she has always had to take the
initiative to speak with faculty members. Recalling conversations with the Chair
of the visual arts department, Professor Jones, who was the faculty member she
turned to most frequently she said,
I've gone in to talk regularly, on my own and I've thoroughly
enjoyed it. [It's] been really helpful to me and she's pretty
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objective, experienced, [with a] useful point of view. So, I have
been in regular communication with her by just dropping in at her
office.
Anne was pleased to have found in Professor Jones a faculty member
who was generous with her time; she helped her with problems relating to
students and offered feedback on class projects. When asked if she would mind
having Professor Jones observe her class, she responded, "No, I wouldn't have
any problem." Although not having had anyone observe her classes contributed
to her perception that the faculty were unconcerned about her, she did not feel
comfortable having an observer in her classroom unless it was a faculty member
with whom she had established good rapport.
Other GTAs also found Professor Jones to be more helpful than other
faculty members. Jon described how "Once or twice this semester, she's asked
me how things are going" and he valued her comments on his work. He
described one such visit,
I asked her to come up and look at my work and I got some real
good feedback from her and I like how she didn't say "this is good
or bad" but [we] just had a good dialogue, you know, and just
discussed the work.
Jon reported that "out of all the professors here, I feel that she's the one
that seems to be [the] clearest." Henry, another new GTA also sought out
various faculty members for guidance when teaching unfamiiiar topics. He
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explained, "I do seek from other faculty members, information and, you know
like, "How do I do this?" The experienced GTAs had been able, over the past
year, to find faculty to assist them if they were willing to make the effort to seek
them out. They discovered which faculty members they were most comfortable
with and who seemed the most receptive to their requests for attention. The
newer GTAs were beginning the process by trying to find faculty who were
interested in interacting with them. Only Carolyn seemed uninterested in
developing a mentoring relationship.
Isolation of the GTAs
In order to explore the participants' experiences with classroom
observations, I asked Carolyn if Professor Smith, the Director of Graduate
Students, had spent any time in her classroom doing observations and she
explained, "He walks by, he hasn't come in." When I asked her if the director or
any other faculty members had inquired about ner teaching, she responded,
"Nope." Carolyn did not seem motivated to reach out toward the faculty since
she was not having any reported difficulties with her students; "I've heard other
people have been having problems [but] I haven't had any of those problems.
[The students are] real quiet, they just sit there and draw." Since her classroom
of quiet students seemed ideal to Carolyn she saw noting to discuss, and since
no faculty member engaged her in an open-ended discussion about teaching,
Carolyn's involvement with faculty and students was severely limited. Carolyn
seemed to view faculty mentors as problem solvers rather than as professionals
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with whom she could build an interactive relationship and since she did not see
herself as having problems she didn't seek them out.
Other GTAs wanted more interaction with the faculty although one of
them, Ben, was very hesitant to voice dissatisfaction. Ben wanted to be able to
visit with faculty more often to receive support:
I feel, in my heart, I feel that [support is] there, but [not] as a set
appointment [like] when you make an appointment with the faculty
to come and see your work, like a critique evaluation. That's really
good, but sometimes I feel that maybe that should happen more
often within the day for the masters program.
By discouraging questions and restricting their interaction with the GTa\ s,
some faculty members contributed to the isolation felt by the graduate students.
As Diane described, "We just come here and do what we want to and then leave.
[There's] not a lot of interaction with the faculty." Just as the GTAs had to
pursue faculty members to create a mentoring relationship, they also had to be
assertive about interacting with faculty within the macro-context of the
department.
Crossing the Lines of Separation
Crossing the invisible lines which separated the graduate teaching
assistants from the regular faculty nembers and administrators, took
determination and perseverance. Jon recalled the discomfort he felt whenever
he interacted with the Director of graduate students earlier in the year, "I was
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really uncomfortable around Professor Smith and I'm usually good at reading
people but he really kind of threw me off." Jon decided that he should "chill out
around him" and reported feeling more relaxed but he had not seen the director
much and they had not met to discuss his work. The lack of faculty interaction
created a negative atmosphere for Jon, "Everything seems to be really up in the
air, and there seems to be, it's really bad." In an effort to understand his feelings
of discomfort, Jon offered a psychological explanation:
This department’s like, like a co-dependent department; I mean, we
all are aware that there's some problems, big problems here, but
no one talks about it. And I think we need to deal with them
somehow. You know, a good co-dependent learns that there's
some questions you don't ask. There are lines you don't cross,
and I'm crossing them.
Jon felt he was crossing the lines by asking the faculty members
questions, "I'll just stop any of them and tell them, 'I need some help with this.'"
He reported that he had to be persistent but it paid off. When he needed help
teaching perspective drawing to his students, he crossed the lines by asking the
director to help him, "I nagged Professor Smith all week until he finally sat down
for a few minutes and went over some perspective stuff with me." How did Jon
manage to communicate to the director that he needed his help? "I'll catch
Professor Smith and he won't stop; he'll keep walking and, and I'll just follow him,
you know. Just follow him around." The director did not stop to talk with Jon, so
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the GTA had to choose between walking along with Professor Smith in order to
talk to him or losing his opportunity.
Diane also described the director's lack of attentiveness, "He kind of, kind
of blows off everything." The director had assisted Jon and Henry by coming
into their classrooms and teaching perspective for them, however, he was
sporadic about providing assistance and seemed to respond well to Jon's
"squeaky wheel" technique. In our interview, the director recalled assisting both
Jon and Henry with their perspective lessons, "on two different occasions in two
different classes." Despite the difficulty in getting his assistance, both students
felt that this faculty member was the most qualified and that is why they worked
hard to get his help with their teaching.
Jon felt he further crossed the lines which separated the GTAs from
faculty, by turning to a faculty member whom several graduate students had
cautioned him about saying, "He's not respected by the other faculty members.”
Disregarding the remarks of his peers, Jon discovered that the faculty member
was "the only one that's, that really put any effort in responding when I asked for
help." Jon was not the only one who found this faculty member to be open to
conversation, as Diane said, "[We] have talked extensively about teaching and
stuff."
Jon reflected on his own emotional response to the director:
There's something about him that just, it totally annoys me, and it's
his lack of enthusiasm or care but, then there's something else
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there, too. I get a sense there's a ghost of someone who used to
care or something. There's something about him that, i like and
dislike and, so you know, I don't know what it is, but it's really too
bad cause I think it really affects the environment of the
department.
The participants perceived the faculty members as disinterested when
they did not initiate conversations with them, invite them to come to their offices,
visit their classrooms, or respond positively to their requests for assistance. The
GTAs felt ‘.ustrated that it seemed to be totally their responsibility to initiate
interactions with the faculty. The advisor for all the graduate students was
Professor Smith, who was not perceived as supportive or available in that
capacity either. Over time, the GTAs were able to discover faculty who were
friendly to their overtures and these relationships helped the participants feel
more connected to the Visual Arts Department. However, the overall apparent
perceived disinterest and lack of initiative of the faculty and administrators
toward the GTAs seemed to impact them in such a way that they continued to
experience feelings of isolation within the department.

Summary of Theme Three: Participants' Experiences
Within the Department
The participants were expected to know what and how to teach.
However, the department did not have effective structures for providing

208

information, guidance, and support to help the GTAs understand their roles and
responsibilities as teachers. The lack of departmental support isolated the
GTAs from one another and the regular faculty members. Thus, the opportunity
for community building and professional growth did not exist for the participants
in their macro-context.
From their initial orientation meeting to the two teaching meetings, the
interactions of the participants with the director and the faculty suggested a lack
of commitment to do what was necessary to support the GTAs. At the
orientation meeting, each of the GTAs received only enough information to get
them started with their classes: a class roster of students, a suggested syllabus,
and an assigned faculty mentor. They were not offered an information packet or
a comprehensive overview which defined their responsibilities as teachers in
their classrooms and within the department. The GTAs met twice during the
semester to discuss problems arising in their classrooms. When they had
difficulties, they were not offered research or written materials, guest experts
who could help them address their concerns, or training workshops with
experienced faculty. As a result of this lack of structure, the GTAs experienced
the teaching meetings as ineffective in helping them develop as teachers and
build community among themselves.
Some of the participants were uncertain who their mentor was and one
GTA felt that a different assignment would have been more helpful, especially
since he was teaching a subject which was not his major. The participants
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reported that their assigned faculty mentors made little or no effort to establish or
nurture a mentoring relationship with them. This lack of involvement was
reflected in the attitude of the director who declined to clearly define the purpose
and responsibilities of the faculty mentors. The lack of structure,
communication, and participation by both the director and the faculty led the
GTAs to seek out responsive faculty members and build their own mentoring
relationships which they valued highly. Since this gradual process took at least
a year, the newer GTAs, those who were the most vulnerable, were the most
disadvantaged by not having a mentor.
In other words, the GTAs felt they were not provided the tools they
needed to be prepared in their classrooms and to develop as beginning
professors. There was no framework of support through which they could build
their own community, interact with faculty members, and access research
materials and experts in the field. Instead of feeling that their needs as GTAs
were attended to, they felt they were not valued within the Department. Did the
participants find the visual arts department io be a welcoming community where
they
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learn from one another and the faculty, what it meant to be a

university faculty member? According to the GTAs, working within the visual
arts department demanded they survive feelings of separateness, frustration,
and resignation. As Diane said, “We just come here and do what we want to and
then . . . leave.” The participants were not supported as teachers within the
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macro-context of the department, so they turned toward the micro-context of
their own classrooms for insights into the process of teaching and learning .

Summary of the Findings
In this study, six graduate teaching assistants (GTAs) in the visual arts
department of a university, shared their experiences with me during individual
interviews and classroom observations which took place over the course of a
semester. The following is a description of the three themes which emerged
from a qualitative analysis of the data:
Theme One: The participants made discoveries about themselves as
teachers through varied interactions which took place in the micro-context of
their classrooms. Most of the participants reflected earnestly on the success of
their students in the course and they searched for ways to improve their
classroom communication. Only one of the participants did not recognize the
connections between her own teaching approach and the quantity and quality of
interactions she had with her students.
Most of the interactions which took place between the GTAs and their
undergraduate students, occurred within the micro-context of the participants’
classrooms. Classroom interactions included comments made by the students
to one another about their coursework, or related topics, as well as
conversations between the participants and their students about various topics,
including the students’ artwork. These interactions were influenced by the
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number of students in the class; the diverse personal experiences, background
skills, and ages of the students; and, the various attitudes which the students
brought to the studio classrooms. It was through their richly varied interactions
that the participants learned about their students as individuals and discovered
aspects about themselves as teachers. Most of the participants enjoyed
communicating with their students and invested time in reflecting on how their
interactions impacted student learning. Some of the participants were able to
recognize ways in which their teaching style influenced the quantity and quality
of communication they had with their students.
Theme Two: The participants were given full responsibility for resolving
difficulties which arose in their classrooms. Although the participants sought
guidance from the faculty and administrators, little support was provided by the
department. Therefore, the participants had to address core issues such as
absenteeism and non-compliant student behaviors, based on their own
judgement and ingenuity.
Two aspects of their teaching experience which particularly concerned
the participants were those of student absenteeism and student non-compliant
behaviors. The GTAs wanted their students to attend class regularly so that
they could participate in the classroom interactions and activities. Absenteeism
required additional work for the students in completing make-up work, and for
the GTAs in managing and grading make-up work. Non-compliant student
behaviors ranged from inappropriate comments in class to destruction of school
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property outside of class. The participants wanted to receive clear and realistic
guidance from the department concerning both of these issues. They wanted to
know how to design and construct requirements and consequences which could
be stated in the syllabus, upheld by the GTA, and supported by the department.
When this was not forthcoming, the participants realized that it was up to them to
resolve the difficulties using their own resources. They perceived that they
would not receive guidance or support from the faculty members or
administrators in the Visual Arts Department.
Theme Three: The participants were expected to know what and how to
teach. However, the department did not have effective structures for providing
information, guidance, and support to help the GTAs understand their roles and
responsibilities as teachc.s. The lack of departmental support isolated the
GTAs from one another and the faculty. Thus, the opportunity for community
building and professional growth did not exist for the participants within their
macro-context.
The GTAs had an initial orientation meeting and two teaching meetings
which took place during the semester. Additionally, one faculty member was
assigned to each of the GTAs as a mentor. The participants in this study
discovered that the orient3tion meeting provided little information which enabled
them to understand their responsibilities as teachers in the classroom and within
the department. They found that the two teaching meetings were ineffective in
helping them resolve the difficulties which they encountered as teachers, and
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since there were only two meetings in the semester, there was not enough time
to build trust among the GTAs.
The assigned faculty mentors made little or no effort to communicate with
the GTAs, so the participants had to develop their own mentoring relationships.
Since the faculty interacted with the participants on a very individualistic basis,
the process of finding a receptive faculty member who would become a mentor
took about a year. It became apparent to the participants that they were
expected to know what and how to teach within a department which had no
effective structure in place through which they could receive the information and
support they needed for their teaching. This dearth of support was perceived by
the GTAs as a lack of interest in them as individuals and they felt isolated from
one another and the faculty. As a result of this isolation, there was no sense of
trust, interdependence or connectedness which would have been the foundation
of community building among the participants and the faculty members within the
macro-context of their department.

CHAPTER V.

CONCLUSIONS AND DISCUSSION, EDUCATIONAL IMPLICATIONS,
AND RECOMMENDATIONS FOR FURTHER PROGRAM
DEVELOPMENT AND RESEARCH
The purpose of this qualitative study was to investigate the experiences of
six graduate teaching assistants (GTAs) in the Visual Arts Department of a
Midwestern research university through individual interviews, classroom
observations, and field notes. During our series of three interviews, the
participants described their interactions with administrators, faculty, other GTAs,
and their undergraduate students. They shared their concerns about the
effectiveness of their own teaching and reflected on the joys and challenges they
experienced in the classroom. Spending time in the GTAs’ classrooms allowed
me to observe the quantity and quality of their interactions with the students;
their teaching styles; and, the various classroom management methods which
they used. The field notes created a record of the observations along with my
comments and questions in response to what I perceived in the GTAs’
classrooms.
This study is relevant to higher education today because students,
parents, faculty, administrators, and lawmakers continue to express concern
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about the teaching skills of graduate students who teach undergraduate
courses. Graduate teaching assistants most frequently teach required basic
courses which serve as introductions to a discipline (Katz & Henry, 1988;
Mangan, 1992; Rowley, 1993). This study examined the preparation and
support that were provided to the participants as they taught basic and
intermediate studio art courses. Although the study was limited to six GTAs in a
Visual Arts Department, the research indicated that their experience was
common to those of GTAs in other disciplines. Also, it yielded insights into how
the participants described and interpreted their experiences.
Qualitative research and analysis methodology provided access to the
participants’ subjective understanding of their roles and responsibilities as
graduate teaching assistants. The findings were grounded in the data and,
through the patterns that formed, it was possible to identify themes as they
emerged from the relationships of the patterns. Just as turning the camera lens
slowly brings focus to a jumbled image, reading and reflecting on the data
brought organizati :>n and eventual clarity to the findings of this study.

Conclusions of the Study
Discussions about the training of graduate teaching assistants (GTAs)
began early in the twentieth century, as soon as they were required to teach
undergraduate courses in exchange for the financial support they received from
educational institutions (Allen and Rueter, 1990; Hendrix, 1995; Pytlik, 1992;
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Rightmire, 1930). According to a Modern Language Association (MLA) study in
1912 (Pytiik, 1992), one-third of the English professors thought that no formal
training was necessary to prepare their graduate students to teach. The need
for inexpensive instructors to teach beginning and intermediate courses,
encouraged formation of the graduate teaching assistant position (Rightmire,
1930) and the financial considerations continue to exist today (Chase, 1970;
Hendrix, 1995; Mangan, 1992).
The GTAs in this study, taught a majority of the basic courses in the
visual arts department and, although their teaching was essential to the viability
of the department, they received no formal teacher training. The participants
experienced a sense of isolation within the department as a result of their limited
preparation and support. The professional model which was perceived by the
participants was that of faculty and administrators who were disinterested in one
another and the GTAs. In the absence of formal training, the graduate teaching
assistants relied on their individual judgement to design and assess course
work, interpret learning styles and manage difficult students, and complete
departmental requirements.
The needs and challenges of the participants reflected those of GTAs in a
plethora of departments and institutions across the United States (Hendrix,
1995; Holten & Nilson, 1990; Worthen, 1992) The ways in which colleges and
universities identify and address the concerns of their GTAs form the basis of
their training programs. While the programs vary in duration, content, and
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approach, they reflect institutional support of the graduate teaching assistant
position and an interest in the individual graduate student as a future member of
the education community.
Of the six graduate teaching assistants who participated in this study,
Carolyn and Henry were teaching for the first time; Jon had taught for the first
time the previous year as a GTA; Diane and Anne were teaching for their final
year after having been GTAs for two previous years; Ben, the international
graduate student, was graduating at the end of the semester after having taught
for two years as a GTA at Midwest University. All of the participants taught basic
studio art courses, and Diane, Anne and Ben had taught intermediate as well as
beginning level courses during their tenure as GTAs at Midwest University.

Emergent Themes
The findings of this study are embodied in the following themes and their
subsequent sub-themes. These findings are the results of the exploration of the
experiences of the participants.

Theme One: Participants’ Interactions with their Students
The participants in this study made discoveries about themselves as
teachers through the varied interactions which took place within their
classrooms. Although graduate teaching assistants lack teaching experience,
they are sometimes perceived by their students as more available and tolerant
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than regular faculty (Rowley, 1993). Studies have shown that GTAs use
behavior alteration techniques as frequently as regular faculty in the classroom
(Kearney, Plax, & Burroughs, 1991; Roach, 1991; Rowley, 1993) so the GTAs
are able to communicate with their students and manage their classrooms.
Engaging and Motivating the Students
Axlerod (1973) refers to the “teacher-artisf and the “art of teaching and
learning” (p. 8) in which the teacher and the students engage in the process of
discovery together. Teaching and learning depends on the teacher’s ability to
stimulate the student’s intellectual abilities and curiosity, and to motivate them
with enthusiasm and a sincere interest in their learning (Lowman, 1984).
Engaging the students’ intellect requires that the teacher thoroughly understand
their discipline and the course content, and utilize appropriate discipline-specific
pedagogy; motivating the students requires speaking ability and interpersonal
skills (Lowman, 1984). When GTAs lack these skills, their students have little
enthusiasm and perceive the material as uninteresting (Lowman, 1984) as I
witnessed in Carolyn’s class of bored students. Carolyn lacked the interpersonal
and pedagogical skills to engage her students in the subject and she did not
plan to continue teaching after graduation. Her insecurity and lack or enjoyment
in teaching are shared by other young, beginning teachers who tend to view a
teacher as someone who should be all knowing and powerful, and they judge
themselves lacking in comparison (McDowell, 1993).
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Teaching Styles and the GTAs
Most of the participants in this study reflected on the success of their
students in the courses they were teaching and they searched for ways to
improve communication with their students. GTAs can develop and become
aware of their own teaching styles through reflection and video taping their own
classes, and they can observe other teacher's styles, to better understand how
their own teaching style intersects with the learning styles of the students and
impacts their classroom interactions (Eble, 1990). In McDowell's 1993 study,
“between 60 to 80%” (p. 10) of the GTAs described superior teaching as open
and animated. Yet, only half of them said that the personality of the teacher was
important to their teaching ability (McDowell, 1993). Of the participants in this
study, there were variations in how they understood the connections between
their own teaching approach and the quantity and quality of interactions they
had with their students. GTAs may share the common belief that anyone can
teach, since they survived as students with various types of teachers (Britzman,
1991). Instead of recognizing that developing an effective teaching style
involves successfully integrating one’s personality with discipline-appropriate
pedagogy (Axlerod, 1973), the GTAs may fear that they must abandon their own
personalities and adopt an unfamiliar persona (Britzman, 1991).
Teaching as Individualistic and Social
The GTAs in this study were isolated from one another and from the
regular faculty, so they did not have a social context in which to reflect on their
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teaching experiences and learn from one another and experienced professors.
They were experiencing their teaching individually, as if it was a “private
dilemma” which did not require “social negotiation” (Britzman, 1991, p. 8). The
participants were prevented from processing their experiences in a socialcommunity setting. The experienced GTAs had mentors, but even their
interactions were individualistic in nature. Several of the GTAs expressed to me
how much they enjoyed our interviews and appreciated the opportunity to reflect
on their teaching experiences.

Theme Two: Participants’ Difficulties in their Classrooms
The participants were given full responsibility for resolving difficulties
which arose in their classrooms despite their different backgrounds and teaching
experiences. New GTAs often have the least teaching experience, are closer in
age to their students, and are most often challenged by their students (Hendrix,
1995; Young, 1994). In this study, Jon received many challenges from students
who questioned his ability and status.
Negativity in the Classroom
Anne described some of her students’ behaviors as challenging,
uncooperative, and domineering. She found herself responding in a defensive
manner which was softened by humor, while inside she was angered and
frustrated by her interactions with the students. Young (1994) related her
experiences as a GTA with a class of negative students. She reacted to the
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students’ challenges and rude behavior negatively and felt that they had all
turned into their “evil twins” (Young, 1994, p. 2). The powerlessness which the
GTAs in this study expressed, reflects the feelings of other GTAs as they teach
the courses which no one else wants, to students who are fulfilling a program
requirement (Young, 1994).
When the GTAs in this study referred to their students as individuals, they
used specific descriptions. When they referred to them collectively, their
descriptions became more general, and the GTAs overlooked individual
characteristics and differences in their students. Generalizations of students
can be destructive in the classroom since it prevents the teacher from
recognizing distinctions and responding appropriately to difficulties that arise in
the classroom (Bullock, 1995).
Support from Faculty and Administrators
The participants in this study sought guidance from faculty and
administrators in the department but little was provided. Although the newest
and youngest GTAs are often the most in need of information and support
(Hendrix, 1C-95), they may not even know what they are lacking. Programs
which offer meaningful preparation for GTAs in course content, general and
discipline specific pedagogy, interpersonal skills, and professional development
give the graduate students the information and support they need, and
demonstrate that they are valued members of the department and the institution
(Hendrix, 1995). Such visible and meaningful support lends credibility to the
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graduate teaching assistants and strengthens their position in the classroom,
since their students often perceive them to be of low status (McDowell, 1995).
Students may express disdain for GTAs as teachers because they teach the
basic courses that regular faculty do not want to teach (Young, 1994'
Since the participants in this study did not have departmental support,
they had to address core issues such as absenteeism and non-compliant
student behaviors based on their own judgement. The GTAs struggled to
formulate rules and structure for their courses and their classrooms that would
be clear and reasonable (Elbow, 1986) but even the experienced GTAs
expressed uncertainty. They did not receive support from the Chair of the
Department when they tried to establish consequences for absenteeism and the
Director of Graduate Students offered no suggestions for managing
irresponsible and destructive students. The GTAs wanted to avoid an obvious
display of power by constructing effective rules which would protect the students’
freedom during and after class (Elbow, 1986; McDowell, 1995).

Theme Three: Participants’ Experiences Within the Department
The participants discovered that they were expected to know what and
how to teach. The faculty and administrators assumed that, whatever teaching
experience the graduate students had, they knew the discipline well enough and
were capable of teaching basic courses to undergraduate students. This
departmental position reflected one perspective in the debate which has
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continued since graduate students began teaching over a century ago (Pytlik,
1992). Today, many departments and institutions provide and/or require
graduate teaching assistants (GTAs) to complete preparation programs which
offer teacher training, support which is contiguous with their teaching (Worthen,
1992), and professional development opportunities (Mangan, 1992).
GTAs Teaching the Basic Courses
Since many state colleges and universities have one-third (Mangan,
1992) to over 50% (Rowley, 1993) of their undergraduate courses taught by
graduate teaching assistants, there has been increasing interest in the quality
and effectiveness of programs that prepare and support GTAs in their teaching.
Although the GTAs most frequently teach introductory and some intermediary
courses (Hendrix, 1995), the basic courses must be valued within the
department as an important link to the discipline (Katz & Henry, 1988). It is
unfortunate that in many departments, regular faculty members shun the basic
courses and the GTAs are perceived as drudges who teach the least important
and most undesirable courses in the discipline (Hendrix, 1995).
Identifying the Needs of GTAs
For most graduate students, the teaching assistant position is their first
classroom experience and for others, it is their first experience with adult
learners. Thus, it becomes crucial that they have guidance in their new role as a
college teacher. The GTAs in this study found that the department did not offer
information, guidance, and support to help them understand their roles and
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responsibilities as teachers. Faculty members and administrators made no effort
to identify the needs of their graduate teaching assistants. When Worthen
(1992) investigated the needs of GTAs, he found that they wanted better teacher
preparation because they were uncertain of their classroom skills and they were
struggling to maintain a balance between their roles as graduate students and
teachers. The international student in this study, Ben, had no language difficulty
but 18 states mandate language skill assessment and language training
programs for international graduate teaching assistants (Smith, 1992). This
department had no provision for addressing language skills of international
graduate students. By clearly defining the GTAs’ needs, the department can
establish a strong foundation for building meaningful programs that strengthen
the GTAs’ teaching skills (Worthen, 1992).
Training Programs for Teacher Development and Community Building
The lack of preparation and departmental support of the participants
isolated them from one another and regular faculty members. Graduate
teaching assistants and faculty can come together to build their teaching skills
and learn from one another. Holten and Nilson (1990) described their program
at the University of California Riverside which provided training in clusters of
disciplines. Their efforts insured that all GTAs on the campus received teacher
training that met their needs and was appropriate for their course content
(Horten and Nilson, 1990). Included in the program was a resource center which
provided training and support materials for GTAs, faculty members, and
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departments. Penn State also offered support materials and a ten-week course
which was interdisciplinary and open to GTAs and faculty (Enerson, 1996).
Those who attended shared in the planning and found it was a positive forum for
exchanging ideas about teaching and building a supportive, scholarly community
(Enerson, 1996).
Mangan (1992) found that graduate teaching assistants welcomed
programs that offered them training and support in their teaching. She
discovered many different programs being offered to the GTAs, accompanied by
discussion among administrators about the benefits of general teaching skills
and discipline-specific pedagogy (Lenze, 1996; Lumsden, 1993; Mangan, 1992;
Marshall, 1993). In addition to providing specific skills for the GTAs, the
inclusive format of these programs encouraged community building within the
departments and the institutions. Since there was no program of formal training
ana support for the participants in this study, the opportunity for community
building which comes from interacting with other GTAs, faculty members, and a
graduate director who provides support and genuine concern (Worthen, 1992),
did not exist for them.
Professional Development and the GTAs
The Association of American Colleges (AAC) created a collaboration
between universities who employed GTAs and liberal arts colleges who hire
graduates as beginning Professors (Slevin, 1992). The goal of the AAC project
was to expand the GTAs’ vision of the profession and increase their appreciation
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of the importance of teaching to the career of the college professor (Slevin,
1992). The visits, meetings, observations, and discussions between GTAs and
faculty which were part of the project gave the GTAs a realistic view of the roles
and responsibilities of a college professor (Slevin, 1992).
Other institutions expand the roles of the graduate teaching assistants
into administrative activities where they learn to negotiate policies, advise
students, and create curricula (Holberg & Taylor, 1996). These responsibilities
add another perspective to their understanding of the profession. Sharr.off
(1993) described her experiences as a GTA at the University of Massachusetts
Amherst where she and the other GTAs taught 75% of the basic, required
courses but were treated as drudges. The GTAs struggled under a rigid
hierarchy which placed them on the lowest level and prevented any collegiality
(Sharnoff, 1993). There were no opportunities for professional growth for the
GTAs in this study. Although they did not go on strike, as Sharnoff and her
fellow GTAs did at the University of Massachusetts Amherst, they experienced a
strict hierarchy and were not welcomed as professional colleagues.
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Smpact of Programs on GTAs
Programs which lower stress and anxiety for the graduate teaching
assistants, pair them with experienced GTAs for peer mentoring and involve
them in consultations with experienced faculty (Williams, 1991). The
individualized attention supplements formal training workshops and courses, and
allows the GTAs to have informal and personal discussions about their teaching
and the profession (Williams, 1991). The GTAs in this study found the two
teaching meetings which took place during the semester, ineffective for
addressing teaching concerns and they did not feel comfortable discussing
teaching problems with their fellow GTAs.
A thorough and meaningful training program could have helped the
participants feel more self-confident while it improved their teaching skills (Prieto
& Altmaier, 1994). It could have provided an opportunity to learn team buiiding
skills to understand their own and others’ behavior in the issues of interaction
and affiliation, power and control, and relationships and affection (Mandevilie &
Blakemore, 1994). Instead of learning about their profession together in a
situation of mutual understanding, trust, and respect, the participants in this
study were without training, lacking a community, and limited in their vision of
professional norms, standards, and appropriate behaviors (Braxton, Lambert, &
Clark, 1995).
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Mentoring and the GTAs
The participants in this study were assigned mentors but they discovered
that the faculty members who were their mentors did not initiate or cultivate a
relationship with them. Since they needed to share their concerns, joys, and
challenges with an experienced professor, the GTAs approached other faculty
members until, after about a year, they had formed their own mentoring
relationship with a responsive faculty member. The new GTAs, who were the
most uncertain of their teaching and unfamiliar with departmental procedures,
had no mentors.
A supportive mentor is important to the graduate teaching assistant as a
colleague who can offer them feedback and suggestions about their teaching,
enable them to reflect productively on their own and others’ teaching, and model
professional behavior (Baker, 1993). The meaningful attention of a mentor has
been identified as a powerful influence on the GTA’s decision to join the
professorate; and the absence of a supportive mentor has influenced GTAs to
move into a different profession (Bomotti, 1994). As the experienced GTAs in
this study discovered, caring and knowledgeable mentoring is an invaluable gift
and a necessary part of the GTAs’ support network.
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Discussion and Educational Implications
General Concerns
The participan's in this study, received no formal training in course
content or teaching methodology and had to build their own mentoring
relationships. Their isolation from one another and the regular faculty precluded
the formation of a teach'ng and learning community within the Department. They
defined their roles and responsibilities as teachers through their interactions with
the undergraduate students in their classrooms. The insights they gained about
their own teaching styles and their students’ learning styles was individualistic
and understood in the context of their own experiences as students and
teachers. They were expected to successfully function as independent college
teachers regaruless of their teaching experience, interpersonal skills, motivation,
or career goals.
The six participants experienced similar frustrations with the lack of
departmental support but they did not have a trusted forum in which they could
share their feelings. They experienced isolation from the department just as
GTAs in other institutions have felt disconnected from fellow GTAs and regular
faculty members (Bomotti, 1994; Sharnoff, 1993; Young, 1994). Each of the
GTAs held within themse’ves a piece of the puzzle that illustrated their
weaknesses and strengths, their fears and joys, their struggles, and triumphs.
Placed together, this holistic image could have enriched their teaching through
the exchange of attentive feedback from one another and

faculty members
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(Baker, 1993; Mandevilie & Blakemore, 1994; Williams, 1991). Instead, the
faculty and administrators chose to foreclose on interconnectedness in their
department and the puzzle pieces remained separate, the image lost to view. It
is ironic, that in a Visual Arts Department the choice would be made to prevent
the creation of an image, even if it proved challenging, and, instead, to remain in
the comfort of darkness. I am saddened to realize that after these particular
puzzle pieces scatter, they will be replaced by others, equally separate and
invisible.
Departments and institutions of higher education must check the premises
that underlie their decision to employ graduate students as teachers for
undergraduates (Pytlik, 1992). Consideration of the GTA position must
recognize the dual purposes of financial benefit to the institution, since paying
graduate students costs less than regular faculty; and, the opportunity to provide
teaching experience for graduate students. After identifying the benefits of
sustaining graduate teaching assistant (GTA) positions, discussions should
focus on whether or not to provide training, and if so, what type of training would
be the most meaningful for the GTAs (Morgan, 1992). The decision to support
GTAs with a formal training program rests on ihe philosophy of the department
and the institution.
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Specific impiicatio n r
The Philosophical Foundations of GTA F reparat:on Programs
The faculty and administrators of a department may believe that if the
graduate students know their subject matter, they ore qualified to teach
undergraduate students and that they will learn to teach by teaching (Pytlik,
1992). If this is their belief, they will not be supportive of GTA training programs
which require their time, attention, and involvement. In such a department, the
faculty and administrators who are the gatekeepers to the profession maintain
the status quo by devoting their energies to their own work at the exclusion of
the graduate teaching assistants. The GTAs are precluded from learning about
the importance of teaching to the profession (Sharnoff, 1993). They are in a
vulnerable position in the departmental hierarchy and may not fully appreciate
the limitations of their experience until their studies are completed. The
professional model that they experience is one of exclusion, separateness, and
isolation from colleagues (Bomotti, 1994).
Another philosophical approach supports the importance of training
graduate students who are teaching undergraduate courses. The goals of the
preparation are to msure that the graduate students understand the subject
matter, have teaching skills, are attracted to the profession, and have a positive
experience as graduate teaching assistants (Enerson, 1996 ; Molten & Nilson,
1990; Lenze, 1996; Lumsden, 1993; Mangan, 1993; Shulman, 1986).
Additionally, solid pref -ration programs for GTAs are positive advertisements
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for the department and satisfy stakeholders in the education of undergraduates,
including the students, their parents, administrators, and lawmakers (Mangan,
1992; Marshall, 1993).
Concerns About GTAs in the Classroom
Training programs that are developed to train and support graduate
teaching assistants, should consider their strengths and limitations as
individuals (Hendrix, 1995; Worthen, 1992). The graduate students bring their
own personal background and educational experiences into the classroom. Four
areas of concern should be reviewed to determine the quantity and quality of
preparation needed by the individual graduate student to prepare them for their
teaching experience. The areas are:
1. Content: knowledge of the subject matter of the discipline.
2. Pedagogy: general and discipline-specific teaching skills.
3. Interpersonal: understanding and communicating with students.
4. Professional: career plans and goals.
GTA Content Knowledge
In the area of content, GTAs should be familiar with the subject matter to
be taught in their particular course, and they should have an understanding of
how their course interconnects with other courses in the department (Slevin,
1992). They need to be able to remediate students skills or guide them to
campus services for additional support. The GTAs should have an appreciation
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of the philosophical framework of the discipline and employ critical thinking
skills.
GTA Pedagogical Skills
The pedagogical aspects of the GTA preparation should include both
general and discipline-specific methods and techniques (Hoiten & Nilson, 1990).
The GTAs need to know how to structure their courses by understanding them
holistically and knowing how to segment the courses into manageable chunks
such as units, lessons, projects, etc. (Roach, 1995). They must understand the
purpose and value of different forms of assignments and types of assessment
tools, and how to use them appropriately (Enerson, 1996). Whether the course
is large or small, lab/studio or traditional the GTA must understand the
challenges of classroom management along with the possibilities and limitations
inherent in the course format classroom interactions (Bullock, 1995; Elbow,
1986; Hendrix, 1995; Lowman, 1984).
GTA Interpersonal Skills
interpersonal skills are i. *nrtant for the GTA and may be complicated by
their closeness in age with the undergraduate students. However, the GTAs
may find that while some students challenge them (Young, 1994); others
appreciate them and feel more comfortable with them than with regular faculty
(Rowley, 1993). GTAs can become more self-confident in the classroom when
they understand themselves as teachers (Britzman, 1991; Eble, 1990; McDowell,
1993) and the learning styles of their students (Bullock, 1995).
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GTA Professional Goals
Most GTAs want to continue teaching in higher education and value their
college teaching experience as an introduction to the profession (Axlerod, 1973;
Eble, 1990). It is important that the GTA preparation program embrace all those
who are teaching in the department (Slevin, 1992), even the graduate students
who are uncertain of their plans or do not want to pursue faculty positions upon
graduation. Those graduate students may decide to continue in the future and if
they have received solid training and support, they will be better prepared
(Bomotti, 1994). Additionally, the organizational and interpersonal skills that are
inherent in quality teaching are applicable to other professions.
GTA Programs Built on Mutual Respect
Preparation programs that treat their GTAs as colleagues engender
respect within the department and reflect positively on the profession of higher
education (Baker, 1993; Braxton, Lambert, & Clark, 1995; Sharnoff, 1993). This
professional attitude may have far reaching consequences since the graduate
students who are involved in preparation programs will take their professional
attitude with them into the greater community. This source of well-being may
prove beneficial to colleges and universities when they wish to attract students
into their programs and encourage support of tne institution.
GTA preparation programs should be centered on mutual respect
between the graduate students and the institution (Baker, 1993; Bomotti, 1994).
The department has a responsibility to train and support the graduate students
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whom they employ to teach their undergraduate students (Worthen, 1992).
Facuity and administrators need to be involved in assessing and responding to
the needs of their GTAs through the development of meaningful programs
(Hendrix, 1995; Holberg & Taylor, 1996; Holten & Nilson, 1990; Slevin, 1992)
since they have, in fact, included the graduate students in the professorate by
placing them in the role of college teachers.

Recommendations for Program Development
Constructing meaningful preparation programs for GTAs involves careful
and thorough consideration of the graduate students and an understanding of
the department. The graduate students bring to their teaching experiences,
individual capabilities, ideas about the courses they teach, and personal goals.
The department must cloarly define its discipline, its departmental goals, its
gatekeepers, and its programs of study. Successful preparation programs will
have meaning for the GTAs and be appropriate for the department.
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The Departmental Overview
It is important that faculty and administrators clarify the philosophical
foundation which connects them to their discipline, delineate the goals of the
department, identify the gatekeepers of the profession, and review their
programs of study.
The Philosophical Foundation of the Discipline
Each discipline has its own perspective, values, and history. The
following is a suggested format for considering the philosophical foundation of a
discipline. It offers a framework for discussion within the department and should
be adapted as appropriate by the members of the department. (See Appendix
B.)
Epistemology: concerns what we know and how we know it; this includes
an understanding of content (subject matter of the discipline) and pedagogy
(methods of teaching and learning).
Logic: uses the principles of reason to determine the rationality of thought
involved in the discipline and is demonstrated by a particular mode of thinking
which is discipline-specific, predictable, and repeatable.
Aesthetics: involves the art of teaching and learning, creativity and the
process of discovery which leads to understandings which are unexpected,
surprising, and pleasing.
Ethics: establishes the values and standards which determine acceptable
and appropriate behaviors and methods within the discipline.
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Metaphysics: considers the transformative process of teaching and
learning which the discipline offers to teachers, students, the institution, and the
community, and the opportunities to change and evolve beyond physical
constraints and expectations into higher levels of human understanding.
The Goals of the Department
The goals of the department that are envisioned by the faculty and
administrators need to be discussed, clearly defined, and available to all
stakeholders in the educational process. These stakeholders include
undergraduate and graduate students, parents, other departments in the
institution, and community members. Goals for short-term and long-range
development should be considered.
Gatekeepers to the profession. It is important to identify individuals
within the department, the institution, and the community who are familiar with
and exemplify the profession. These professionals should be introduced to the
GTAs as gatekeepers to the profession. Their broad perspective should be
offered to the graduate teaching assistants (GTAs) in their program through
direct interaction with them. The interconnectedness of GTAs and gatekeepers
will strengthen their understanding of the importance of the discipline and add
vitality to the department.
Programs of study within the department. Faculty and administrators
should review their programs of study to determine how they satisfy the
established goals of the department and the ways in which they foster
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interconnectedness with the gatekeepers of the profession. The preparation
programs for GTAs must be developed as integral to the education of the
graduate students and consistent with undergraduate program requirements.
The Overview of Graduate Teaching Assistants
An overview of each of the graduate teaching assistants (GTAs) in a
department should include a consideration of their individual profiles, ways in
which the preparation program can respond to their needs, and the ongoing
evaluation of the GTAs and the program.
individual GTA profiles. All graduate students bring to their teaching
position a unique combination of content knowledge, awareness of pedagogical
methods, interpersonal skills, and career goals. These areas need to be
evaluated to determine the strengths and limitations of the individual GTAs to
create an accurate profile of the student. Various methods of evaluation could
be used such as a portfolio, teaching demonstrations (lecture, lab, cooperative
learning), questionnaires, observations, etc. Such individual attention would
provide an in-depth understanding of the graduate student’s needs for teacher
preparation.
Preparation programs responding to GTA needs. After determining
the strengths and limitations of the individual graduate students, it is possible to
match their needs with the preparation program for GTAs. It may be possible for
certain aspects of training to be waived if the graduate student has
demonstrated appropriate skills in that area of teaching. The preparation
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program should include both individual and group training and support in the
areas of content, pedagogy, interpersonal skills, and professional development.
(See Appendix B.) Training and support for the GTAs should be preparatory to
and contiguous with their teaching experience.
Evaluation of GTAs and the preparation program. The strengths and
limitations of the graduate teaching assistants should be evaluated at
appropriate benchmarks during their tenure as teachers within the department.
At the end of their GTA experience, the students shouid evaluate the preparation
program and offer suggestions for its improvement. The GTAs should also
receive highly visible recognition for their contribution to the vitality of the
department and their accomplishment as professional colleagues.
Overview of a GTA Preparation Program
A preparation program that is developed for graduate teaching assistants
(GTAs) should include training and support in the areas of content knowledge
(subject matter that is being taught), pedagogical methods (strategies,
techniques and processes which are used in teaching), interpersonal skills
(understanding and managing the students who are being taught), and
professional development (identifying the roles and responsibilities of the GTAs
in a professional context). (See Appendix B for an Overview of a GTA
Preparation Program.)
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The GTA preparation program should also include modes of training
which are individualistic and group centered. (See Appendix C for the Modes of
Training for GTAs.)

Recommendations for Further Research
Further research continues to be needed to discover the long range
consequences of preparation programs that have successfully responded to the
needs of their graduate teaching assistants with meaningful and appropriate
training and support. Such research would provide departments and institutions
of higher education with a better understanding of how to design programs which
fully attend to the needs of their graduate teaching assistants. Improv'ng
preparation programs in all departments, even those which are highly
independent and individualistic such as the vsual arts, wcuid enrich the lives of
graduate students, improve undergraduate progra ns, foster appreciation of the
discipline, and carry a sense of professional respect into the larger community.
A college or university that is dedicated to participating in the global context of
interconnectedness must support the preparation of all those within its
educational village.

APPENDIX A.
General Syllabi for Drawing I and Drawing II
The following two syllabi were provided by the visual arts department as
guidelines for the GTAs to design their own.
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GENERAL SYLLABUS FOR VA 130: Drawing I

Drawing I is the initial drawing course in the Visual Arts'
c u r r i c u l u m . Its purpose is to i n t r o d u c e the s t u d e n t to
traditional drawing materials, to educate their eyes and hands
and to expand their conceptual expression. Instructors are
encouraged to present materials, projects and concepts in the
o r d e r and manner they find a p p r o p r i a t e , but the general
objectives must be covered if the core curriculum is to provide a

background for advanced work.
VA 130: Drawing I uses black and white media to explore:
1. LINE: The path of a point moving in space
a.
b.
c.
d.
e.

boundaries, edges: contour drawing
single lines varied by width, length, texture,
direction/movement/rhythm: gesture drawing
objective analysis of form
subjective expression of emotion

value

2. LIGHT AND SHADE
a.
b.
c.
d.

effects of light: direct and reflected
effects of shade: cast shadows and bounce light
chiaroscuro contrasts
value/tonal relationships

3. SPACE:
a.
b.
c.
d.

figure/ground
positive/negative
form/shape
perspective systems: one, two, and multiple point

4. TEXTURE: both tactile and visual
a. simulation through value patterns
b. detail to create 3-D illusion
c. use to create emphasis, variety, etc.
5. COMPOSITION: repetition(unity)/variety, balance
(symmetry/asymmetry), emphasis (focal point), contrast,
directional forces, rhythm
6. PRESENTATION AND CRITIQUE:
a.
b.
c.
d.
e.

proper matting
preparation of permanent portfolio
introduction & development of critique skills
evaluation in light of objectives
analysis of visual communication
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VA 130: Drawing I: MATERIALS LIST
Manila paper— 18 x 24 (60 lb. w t .)
Am. Art Drawing Pads— 18 x 24 (50 pg. pad)
Sketchbook— 14 x 17 minimum size
Matboard— 22 x 28 minimum size or 32 x 40
Drawing pencils— -2H, 2B, 4B, 6B, HB
or
Progresso pencils
or
Ebony pencils
India Ink (c. 3 1/2 oz. bottle)
Pen holder— standard
Pen holder— small
Pen nibs— 2C, #108 & #102 (Huntj
Crow Quill pen nibs
Compressed charcoal, soft/med/hard
Vine charcoal boxes (25? sticks)
Erasers— pink pearl/large kneaded/artgum
Conte crayon— black/white
Bamboo brush— small (No. 0)/large (No.6)
Fixative— 12 oz. spray can
Gray charcoal paper
Selected printmaking papers:
Copperplate Delux
Murillo gray and black
Rives BFK tan and standard white
Arches 88
Arches cover, white & tan
German etching
Domestic etching
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100 sheets
1
1
2
1 each
1 each
each
1
1
1
1
1
2
1
1
1
1
+
1
5
5

each
each
each
each
sheets min
sheets

GENERAL SYLLABUS FOR VA 131: DRAWING II
Drawing II follows Drawing I as a prerequisite drawing course in
the Visual Arts' curriculum.
Vi-i 131: Drawing II uses color media to explore:

1. All of the points listed on the syllabus for VA 130: Drawing
I: LINE, LIGHT & SHADE, SPACE, TEXTURE, COMPOSITION, AND
PRESENTATION & CRITIQUE.
2. HUE
a. mixing
b. contrast and interaction

3. VALUE
a. light to dark variations in terms of color
b. blending, contrast
4. INTENSITY
a. variation and unity
b. emphasis

VA 131: Drawing II: MATERIALS LIST (in addition to those already
acquired in Drawing I).
1 Am Art 500 sheet pad, 18 x 24 white paper pad
oil pastels: 1 box of at least 12 colors
chalk pastels: "poster pastellos"— 12 colors
felt tip pans: various colors and sizes
2 pieces of mat board, white
colored pencils— box of 12 Prismacolor
Chamois-skin: 3" x 4" piece
Arches cover, white & cream and Stonehendge— 20 sheets mixed
Ingres--pastel paper--dark burgandy or brown, dark blue or blue
grey, medium grey— 5 sheets each
3 Berol Charcoal Pencils; soft 632T
Construction paper, 18 x 12, grey, dk. blue, brown, tan, lire
grey--10 sheets- min.
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Syllabi Designed by the Participants
The following are syllabi that were designed by the graduate teaching
assistants (GTAs) who participated in this study (Jon and Ben did not provide
me with their syllabi). They are included in the following order:
Carolyn
Henry
Anne
Diane
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V A 13 0 D r a w i n g I

(TR 9:00-12:00 am

Instructor:

"

3 *

Spring Semester Vi96
Office: HFAC 147A
Office Hours: TR 12:00-1:00 pm

Drawing I is an introductory course in which students will learn the
basic techniques of drawing using black and white media. Fundamental
principles such as: line, value, space, texture, composition and
presentation will be explored. Students will also learn to develop
their critique skills by writing out critiques of works in class.
Skills developed during this course pertain to all areas of art and
prepare students for further exploration of art.
Sketchbooks: Students are required to keep an ll"xl4" sketchbook
throughout the semester. These should be used to record assignments,
notes, observations, work on compositions, sketch out ideas and practice
drawing skills. Sketchbooks will be graded at mid-term and again at the
end of the semester.
Homework: Visual Art studio classes require at least three (3) hours oc
out-of-class work. These will consist of either assigned drawings or work
in sketchbooks.
Attendance: Studio art classes are lab classes. Attendance is necessary
for the student to progress. Attendance is required.
Grading: All assignments will be given a letter grade. The criteria
considered when grading are:
(1) drawing meets required objectives,
(2) creativity and originality, (3) quality of work (neatness and present
ation).
Unless prior permission is given, drawings handed in late will
have grade dropped a letter.
Final Grades will be an average of (1) individual assignments, (2) sketch
book grades, (3) attitude, participation, attendance, and progression over
semester, (4) final portfolio consisting of work representative of entire
semester.

Supplies may be purchased at the UNO Bookstore, or:

Art & Learn
120 North Washington Street
(701) 772-0927
Artsplace
1110 2nd Avenue North
(701) 726-6479
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ftenjr.'j
VA 130 Drawing T
10- 12am M,W,F
Spring 1996

Instructor:
Office: Room 125 HFA
Phone: (visual arts office) 777-2257
Office hours:M, W, F <?-/o
or by appointment

Course description/ Gnats:
To develop the fundamental drawing skills through lecture and hands on applications as we
explore various materials and techniques. An understanding of the basic vocabulary shall be
achieved as we discuss our observations o f both our own and fellow class mates works.

Grading:
Evaluation of the assignments will be determined by a number of factors including:
Completion in a timely manor.
Presentation and quality of the finished work.
Participation in class, discussions, and critiques.
Class room etiquette.
Attendance is mandatory Your grade will be affected by unexcused absences
Grade scale
Graded Assignments and their values
A 90 - 100
Outside drawing assignments
30%
B 80-89
In class drawing assignments
30%
C 70-79
Sketch Book
20%
D 60-69
Quiz
20%
Supplies needed for this class include:
Paper Portfolio
#2 & #6 Bamboo brush
Glue stick
blending stump
Fixative or cheap (unscented) hair

Drawing Board (ASC sells these)
100 sheet pad of 18X24 50# paper
1 btl o f India Ink (black)
scissors
Kneaded eraser and Magic rub
spray
12 piece box of square charcoal
Pencils: 2, 4, 6, 8B, HB wood or woodless
18" ruler
Sharpie pens

4 sheets each: gray and black 18X24" paper
Conte crayon (black and white)
14X17” Sketchbook (100 sheets)
disposable water containers for ink washes
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F ig u re D raw ing I!
Room 109
-A

n

r v

VA 231

F ig u re D ra w in g IV

MWF 1:00 * 3:00 PM

VA 333

Spring 1995

W ed, January 10 - Wed, May 1

42 classes

e

Instructo r:

Office: room 245

O ffice Hours: 3:00 - 4:00 PM Monday and W ednesday, or by appointment
Visual Arts office Phone: 7/7-2257
No cla ss: M 1-15, M 2-19, F 3-8, Spring Break 3-9 through 3-17, F 4-5.
Unsatisfactory progress reports due: March 8
Last day to drop: March 29G rades due: May 14
F inal: 1:00 PM, Wednesday, May 8
Figure Drawing Evening C o-op: Tuesday & Thursday 9:00 PM
Book: $12.95 Drawing Human Anatomy, G iovanni Civardi

O B J E C T IV E S :
As advanced level students, you will continue to develop your personal style & technical
expertise through the study of the nude as an art form in & of itself & as a resource fo r other
m ultivarious applications. Your study includes firs t & foremost studio practice & persevering
seif discipline. Exercises will explore gestural & schem atic drawings, extended studies in
line & value, proportion, perspective, anatom y, compositional & expressive devises. In
conjunction with this there will be research & discussion of conceptual & philosophical
concerns, historical context, traditions & transitions, contemporary issues, as well as routine
analysis & discussion of your work & the work of others.

E VA LU A TIO N - G R ADING

This is a LAB class. Attendance is required

Y our grade is determined by:

° attendance & attitude
a class participation
° completed assignm ents - be on time
° qua lity of work - imaginative interpretation, attention & time spent on drawing
J

accumulative progress.

A S S IG N M E N T S :
Keep all of your drawings, signed and dated, in chronological order.
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O U T S ID E P R O JE C TS : approxim ate sch edule
m in iru n 3 hrs work outside class per week
9 coop drawing sessions with model

due: Mon, Mar 4 & Mon, Apr 22
Mon, Jan 22
2.
Mon, Feb 5
S keleton
Fri, Feb 16
zc?
3.
Mon, Feb 26
4.
Wed, Mar 6
M uscles
Mon, Mar 25
5.
Mon, April 8
Wed, Apr 17
6. poster out, artists' statements-bios, price list
7. shrink wrap, up, opening, refreshments, down MWF Apr 22, 24 & 26
8. Final Project
1 ;00 PM Wed, May 8

1.

S U P P L IE S :

Available at UND Bookstore
1 -100 sheet pad -18x24- All Purpose W hite Paper
paper portfolio w handles - big enough to hold drawing board
drawing board & clip (also sold by the Art Students' Collective Sts.)
Supply box
Lg. & sm pen holder, nibs: for ex.: 2c, 108, 102
#2 & #6 bamboo brush or similar
Magic Rub & other erasers, chamois, stump, pencil share ner,
mat sr.ife, scissor, masking tape, rubber cement, glue ? ck
water jar, sm palette, rags.
Fixative
20x30 Foam core

S & W Media:

compressed charcoal: S M H
12 piece box square charcoal
charcoal pencils
conte: black & white, sanguine
2. 4, 6. 8B wood or woodless pencils
Black China marker

Black & white oil pastel

black ballpoint

India ink. optional: bl & wh w ater color, acrylic
6B Derwent black watercolor pencil
2 each 18x24 sheets of light, middle gray & black

Color Media:

oil pastels
Water color or gouache
colored pencils
pastels
water color pencils, colored inks, acrylic, oils
individual sheets of colored pastel, watercolor. pnntmaking, drawing papers
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V*A 241 PRINTMAKING I: RELIEF & SEPIGRAPHY
Room 119 HFAC
Soring 1996. Tues. & Thurs. 1:05 ■ 3:55 pm.
Instructor Ib> f cwv<_
Office #261 HFAC VA Office 777 2257 for messages
Office hour 12
l pm Tues or by appointment
Home phone answering machine :795 7119
Instructor unavailable Feb. 22

substitute provided

Printmaking I will introduce students to a variety of techniques and materials
most of which are adaptable to the home studioIn this foundation course
students will produce editions of multicolor serigraphs, linocrtS;and woodcuts.
Alternate methods of relief printing are also a possibility.
Students are expectedtRttand all .classes, and devote about six or more hours
a week out of class in order to stay current in their assignments.
Each assigned print is to be done in an edition, which must be cons.istant to
be sucessful.
All prints are multicolor but make be monochromatic.
One signed print from each of the editions is to be permanently given to the
instructorIn addition two prints of the students choosing are to be matted
and shrink wrapped for display in the Burtness Theater lobby.
A two page typed report researching a topic of interest in serigraphy and
also in relief printing along with a 5 minute presentation to the class is
required of all students
Please consult the enclosed schedule for the due dates
of these reports and each assigned print.
Because of the high cost of supplies students are encouraged to share inks
with each other,
Students must clean ud after themselves
Leaving a mess is
not an option.
Grading is determined by:
print room etiquette (see above)
attendance
completion of assignments in a timely manner
presentation; neatness,and quality of finished work
written assignments and participation in exhibition
participation in class discussion and critiques
effort
creativity
Extra credit will be awarded for more elaborate solutions to the assignments ( more
colo", more complicated image).
Students assisting other students or who
otherwise actively promote a positive working attitude will also be upgraded.
Please treat the University'.s equipment with care. Do not wear vour best clothes
to class.
A paint shirt or thrift shoo clothes are a good idea.
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7A 241 PRINTMAKING: SERTGRAPHY & RELIEF
Spring 1996 Supply List
Relief!
Wood Glue
7/8" high clear plank: pine poolar. apple, maple willow
7/8" high birch plywood
untempeved masonite
optional gesso for texture
baren or large wooden spoon
011 based relief ink;
Black red yellow blue white

sycamore
thinned to paint plank

ount of linseed oil to prevent warping
felt tip marker (water soluable or alcohol base)
carbon paper,
varnish
Optional plastic wood
Woodcarving set from Graphic Chemical ft 17
($24.30)
OR
l - U Gouge 1-7 Gouge from Graphic Chemical #17 set ($11^.00)
12 sheets Japaness Paper (Hosho)
6 sheets BFK or Arches Cover
15 sheets index
1
4" soft braver
1 or 2 12” x 12" uncoated linoleum
Serigraphy
Register Tabs

Purchased from Dent.

Rubber gloves optional

Index paper as needed
12 sheets Arches 88
( T o m to accomodate 2 prints)
12 sheets Stonehenge
#1 X-acto knife
masking taoe
sponge, small empty iars & lids with wide mouths j spray bottle.rags
narrow flexible spatulas, spoons
^
2 sheets 36" x 24" mylar (Art & Learn''
tracing paper
Purchase Amberlith from Dept.
very fine brushes, 1" wide soft brush
bleach (stencil)
Wisk detergent (filler)
soap (ink) not lava soap
Transparent base 32 oz.
Screen filler (share and divide)
drawing fluid
„nk:
32 os. white primrose yellow ultra blue, dark red
8 oz, black process magenta peacock blue
optional violet
MAY SHARE INK WITH ANOTHER STUDENT: ABOVE IS ENOUGH FOR 2 PEOPLE
Foamcore, shrink wrapand 2 sheets mat board
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PRINTMAKING I: SERIGRAPHY & RELIEF PROPOSED SCHEDULE
Spring 1996

Jan

ll

Introduction
Select & Clean screen locicers drawer
Plan color image: 4 colors applied

Jan

16

Refine colored pencil sketch
1st blockout
Research Serigraphy topic
Prepare proof & good paper
Print 1st color if time

Jan

18

Print 1st color- second blockout

Jan

23

2 pm begin presentations to class
continue 1st print

Jan

25

Submit typed report
Begin sketch 2nd print : In addition to rainbow run 4 more colors
(minimum 6 colors')
Use drawing fluid
May or may not be reduction

Jan

30

Demo rainrov run
Begin 2nd Dtint
Finalize sketch prepare paper

Feb

l

1st print due
Work on 2nd print

Feb

6 8

Work on 2nd print

Feb

13

Demo: Drawing on mylar

Feb

15

2nd print due. work on 3rd print

Feb

20

Continue 3rd orint

Feb. 22

Kodalith & darkroom demo
Sharon gone
Finalize 3rd print

Feb. 27

Third print due
Begin 4th print

First print: Reduction using
drawn screen filler
4 'or more color runs

.....

cut stencil

photo emulsion
Third print: cut stencil, drawing on mylar
5 or more colors oiled zerox
photo emulsion

Fourth print: Other options
combination or continuation
of above with or without
paper stencil, airbrush,
photo stencil: negative, found
object
4 or more colors
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Feb 29
Mar 5

Continue Ath print

Mar 7

Plan and begin 5th print

Mar'

19

Fifth print: Relief: Jigsaw woodcut or
hardboard
A colors or more

Ath. print due
Work on 5th print

Mar 21

Work on 1st relief print

Mar

26

Relief Presentation by students to the class due
2 page tvne written relief report due
Reductive linocut demo

Mar

28

Plan linocut
finalize relief print

Apr

2

Title show
Fifth print (1st relief) due

Apr

2 A 9 print reduction linocut
Each student produce 3 announcement of show on cheap paper

Aor

11

Sixth orint: Reductive linocut
3 or more colors

Mat. shrink wrap 2 prints each

Apr 16

Distribute announcements, hang show
Finalize linocut

A d o 18

Reductive linocut due
Begin 7th print

Aor 23
Apr 30

Seventh print: Multiple block woodcut
2 separate blocks minimium
3 or more colors

25 Continue 7th print
Take down show
Last class 7th print due
Time extention granted for 7th or any other print till Mav 6 at noon.

EDITIONS OF RELIEF PRINTS = 5
EDITIONS OF SERIGRAPHS = 10
GRADE WILL BE LOWERED FOR INSUFFICIENT EDITIONS
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VA 241 PRINTMAKING I
Soring 1996 Information sheet

Name:
Local address
Local Phone number
Best time to call:___________________________________________________________
What is your experience in screen printing?

What is your experience in relief printing?

Why are you taking this class (The truth will never be held against you)?

What are you most interested in leaning in this class?

Have you completed both Drawing I and 2 D Design?

What are vour non art interests?

Which areas of art are you most interested in at this time?

How many hours per week are you gainfully employeed ($S) on the average?
How many credits are you taking this term?
Whish other art classes are you enrolled in this term?

Did you draw or pain as a child?

Are

other members of your family artists?
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What level of artist?

APPENDIX B.

Overview of a GTA Prepaiation Program
Content Knowledge: The subject matter that is being taught.
* Holistic and detailed
* Depth and breadth
* Accurate and precise
* Meaningful and pertinent
Pedagogical Methods: Strategies, techniques, and processes which are used in
teaching.
* Designing overall structure of the course
* Designing segments of study
* Constructing assignments and coursework
* Assessing and evaluating student work
Interpersonal Skills: Understanding and managing the students who are being
taught.
* Teaching styles and approaches
* Learning styles and abilities
* Communication within the classroom and the department
* Managing activities
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* Resolving conflicts
Professional Development: Roles and responsibilities of GTAs in a professional
context.
* Understanding the philosophical foundation of the discipline
* Recognizing professional gatekeeper
* Appreciating the possibilities for personal enrichment within the
profession
* Perceiving the possibilities for professional development within the
discipline
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APPENDIX C.

Modes of Training and Support for GTAs
Individualistic Training and Support
Writing and Reflecting:
The GTA keeping teaching log or journal and receiving written feedback
in the journal.
Observation of Teaching:
Single faculty member or experienced GTA doing classroom observation
and providing feedback to the GTA.
Information from Experts:
GTA reads an article or a book written by an expert in the discipline.
Accesses information on the Internet.
Experiential Learning:
GTA tried using teaching techniques in their own classroom and reflects
on the outcome.
Interpersonal exchange:
GTA engages in discussion with an experienced GTA, faculty member, or
mentor about their teaching experiences.
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Group Centered Training and Support
Writing and Reflecting:
The GTAs work together to write a newsletter describing their teaching
experiences. GTAs work with faculty members/mentors to collaborate on
articles for publication.
Observation of Teaching:
GTAs use video-tape to record and offer feedback on one another’s
teaching. GTAs observe one another’s classes and offer feedback.
Information from Experts:
Guests are brought in to give lectures and facilitate workshops with GTAs
(may be from other departments or outside the institution. GTAs engage
in exchange of information with others on the Internet.
Experiential Learning:
GTAs role play to practice various teaching and classroom management
techniques. Team teach and engage in classroom projects with other
GTAs and faculty members.
Interpersonal Exchange:
GTAs engage in group discussions with an experienced GTA, faculty
member, and mentors about their teaching experiences. GTAs travel to
other institutions to discuss and share information about the discipline
and teaching. GTAs attend conferences and present papers to
colleagues.
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